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ABSTRACT 
This study examined issues regarding the educational development of students in 
service-learning programs using sets ofperfonnance-based assessment rubrics and other 
assessment techniques. In particular, this study employed the Service-Learning 
Assessment Toolkit (SLAT). a compilation of instruments, measures, and guidelines 
developed by the researcher. The SLAT captured students' educational development 
through a variety ofdata sources and measured development across six target constructs: 
career exploration, civic participation, and academic, ethical, personal and social growth. 
The researcher used a naturalistic inquiry and data was collected and analyzed 
based on a two-group scenario, instructor and student. The research data identified 
whether the students who used the SLAT had a significant level ofdevelopmental growth 
in a service-learning target construct compared to students who did not use the SLAT. 
The study concluded that all students who participated had examples of positive 
educational outcomes in at least three of the six educational targets. There was no 
evidence that one type of target dominated the learning process. Each assessment tool 
contains some features to enhance student development across the six educational targets. 
Although this study did not reveal firm causal relationships between the SLAT 
perfonnance-based assessment rubrics and service-learning student development, it did 
capture some effective strategies for assessing service-learning educational outcomes. 
The researcher hopes that this study wiU continue to help instructors measure 
service-learning outcomes through an effective set of tools that is specifically relevant to 
service-learning programs. The outcomes of this study have real-life implications that 
empower students to analyze, evaluate and synthesize practical problem-solving 
situations. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

Nothing liberates our greatness like the desire to help, the desire to serve. 

Marianne Williamson (1996) 
Introduction 
The roots of contemporary service-learning can be traced to several traditions 
within American education that emphasizes the importance ofdirect personal experience 
as a tool of learning. John Dewey and other progressive theorists envisioned experiential 
education both as a means of linking individuals more closely to their communities and 
as indispensable preparation for democratic citizenship (Dewey, 1966). 
In his history ofhigher education, Frederick Rudolph reminds us: "From the 
beginning, the American college was cloaked with a public purpose, with a responsibility 
to the past and present and the future" (Rudolph, 1962, p.61). Since the founding of 
Harvard College in 1636, the goals of American higher education have included the 
preparation ofcitizens for active involvement in community life (Smith. 1994). 
Subsequent developments have extended this insight in a number ofdirections, as 
evidenced by the growing prevalence ofprograms, life-experience credits and other 
forms oflearning that take place in non-classroom settings (Kendall. 1990). Experiential 
education has also provided intellectual support for a wide variety ofvoluntary youth 
service programs, including those sponsored by religious groups and a host of 
government agencies. 
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Background 
In the last three decades, educators have increasingly linked university and high 
school courses to service-learning allowing students to relate their academic pursuits to 
work in the community. A 1999 federal report suggested more schools are implementing 
service activities and revealed that one-third of the nation's schools are providing service­
learning programs and almost two-thirds are coordinating community service activities 
for their students. Almost all universities are interested in using their resources to develop 
effective citizenship among their students, to address complex requirements in their 
communities, and to establish creative partnerships between the university and 
community. Teaching and learning in higher education have many times become too 
confined to the walls of the classroom, and have not expanded into the community to 
build campus-community partnerships (Shields & Seville, 1999). "Service, combined 
with learning, adds value to each and transforms both" (Honnet & Poulsen, 1989, p.38). 
Learning improves the quality of service today and more importantly helps sustain it 
throughout a citizen's life by developing attitudes toward community and a commitment 
to mCiYjng a difference (Giles & Eyler, 1994). 
While some educators and policy makers see the rise of service programs as a 
positive step toward more fully engaging students in useful and exiting learning 
experiences, others remain unconvinced that students should be spending time 
performing community service. Service proponents claim that linking community 
service with the academic curriculum provides students with an important personal and 
practical education that is usually not available within the traditional classroom 
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curriculum (Boyer, 1990; KendaH & Associates, 1990; Mainzer, Baltzley, & Heslin, 
1990; Wood, 1990). Some educators are convinced of the power of service-learning but 
are aware that many outside the community of true believers, have considerable doubt as 
to the value of service-learning as an approach to academic learning (Eyler, 1999). 
Zlotkowski explained that service-learning has not been embraced by academic 
departments as a legitimate instructional method (Zlotkowski, 1996). Skeptics ask 
whether service-learning, although popular with students, has an impact on what students 
learn. Harkavy and Romer (1999) discussed that despite the good intentions of service­
learning goals; the activities typically involve approaches that may not be sufficient for 
the task of improving communities or societies. "Service-learning, rather than focusing 
on solving core community problems, has largely been involved in improving the civic 
consciousness and moral character ofcollege students" (p.23). Other proponents suggest 
that engaging students in community service can help improve students' self-esteem, 
motivation towards school, citizenship, as well as their leadership, communication and 
social skills (Berman, 1990; Fowler, 1990). Although a great deal of data exists which 
indicates that service programs generally have positive outcomes for students, few 
findings from methodologically sound research studies are available. Most of the 
documented findings from existing research have been based on studies that were quite 
limited in scope and consequently are not readily generalized beyond the specific 
programs that were studied. 
The dramatic increase in service-learning programs has created a demand for 
infonnation to help justify and sustain these programs. A fair amount of evaluation of 
4 
service-learning has already been studied. For example, Jacoby (1998), stated that "the 
existing research on service-learning, although much of it focuses on students at the 
elementary and secondary levels, has been encouraging" (p.34). Service-learning has 
been correlated with an increase in grade-point average, learning satisfaction, moral 
development, self-esteem, and an increase in student learning ofcourse specific content. 
Many researchers believe that enough evaluation of service-learning has been carried out 
but if one would look carefully at the research data, much of the data is soft (Lisman, 
1998). 
Most of the constructs that form the basis ofhigher education service programs­
enhancing critical thinking, building career awareness, developing civic responsibility, 
providing opportunities for social development, promoting good values and ethics, 
increasing motivation for learning, for example - are difficult to measure (Gray, 1996). 
In most of the higher education studies found, many researchers only looked at a handful 
ofconstructs. Eyler and Giles (1999) researched service-learning impressions on student 
skills, attitudes, values and understanding. They observed attitudes toward tolerance, 
personal efficacy, leadership skills, communication skills, and career skills. Furco 
measured the service-learning effectiveness ofcertain educational areas among K-12 
service programs (Furco, 1997). Although Furco's study was consistent to many higher 
education studies, he looked at three different types ofcommunity service programs as 
defined by the K-12 schools. 
Another reason for scant research is that it is difficult to find instruments that can 
definitively measure the full range of service-learning outcomes. In many cases, service 
5 

researchers have had to develop their own set of instruments and assessments as a means 
to adequately capture the wide range of program outcomes (Shurner. 1994). Finally, since 
service programs are inherently idiosyncratic--each program is defined by the 
interrelationship among its particular participants, community and service activities-it is 
inappropriate to generalize study findings from one program to another program. While a 
few studies have explored the educational outcomes of service attitudes, these studies 
have been limited in scope and have not produced definitive findings. Simple self­
reported survey questions and focus groups determined most of the findings. 
Statement of the Problem 
It is clear, after reviewing extensive research in the area of service-learning 
assessment, it is warranted that the field of service-learning needs more assessment tools 
to measure the impact of service-learning on students. While there are some instruments 
available, they are mostly in form of surveys and they do not get at the kind of outcomes 
that service-learning practitioners are now discussing and working with. This study is 
going to address this problem by trying to develop such a set of instruments or a set of 
rubrics, which may be applied as instruments. The field of service-learning needs better 
instruments to assess learning outcomes. The literature review indicates that, while there 
are some tools, most are not well developed. Practitioners are calling for new tools, 
including the people to whom they are accountable. The community is calling for new 
tools because as they are being called in as partners, researchers need to be more clear 
about the nature of the partnership. Students and faculty would also benefit from better 
instruments because faculty would be better instructors and teach more effectively. This 
t 
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study is designed to field test and sharpen a new set ofmeasures for service-learning 
outcomes and to produce evaluation and documentation tools. 
Most service-learning programs use self-reporting surveys and objective tests to 
determine movement in certain educational outcomes. This has caused serious skepticism 
among researchers. Many see pre and post self-reported surveys as simple evaluations 
used for program accountability. They also consider surveys unreliable and question their 
validity. Furthermore, self-reporting surveys are not giving the profession the feedback 
that is really needed. According to Wiggins (1993) feedback is information that provides 
the performer with direct, usable insights into current performance. Many instructors still 
believe that a grade and a short series ofcomments constitute feedback. 
In order to asSeSS a student's understanding of service-learning and give the 
student feedback about hislher performance, an instructor must develop an assessment 
tool that becomes an integral part of the curriculum. The tool should be used 
continuously and simultaneously with any activity. Because most students do not 
understand what is expected from them, a performance-based rubric is warranted which 
will provide useful feedback for both the student and teacher. The rubric will consist of 
the following target constructs, which will also contain some definitions developed by 
Andrew Furco in his 1997 dissertation (Furco, 1997) and the researcher. 
Academic Growth - the rubric will measure changes in student's high order 
thinking and self-knowledge ofown learning expectations. Motivation 
toward a future of lifelong learning . 
• 
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Furco's definition: changes in students' attitudes and motivation toward school 
and learning, understanding of relevance of academic content and overall 
school performance (Furco 1997) 
Career Exploration - the rubric will measure changes in student's learning and 
personal development of career opportunities. Makes decisions that are 
discipline related and concentrates energies on deepening their 
understandings. Fully integrates service into career choices. 
Furco's definition: changes in student's fonnulation ofcareer plans and emphasis 
on developing a career that is personally rewarding andlor beneficial to 
others (purco, 1997) 
Ethical Growth - the rubric will measure changes in students' exploration of 
surrounding communities and becomes advocates of ethical behavior and 
justice. Gains new insight about others' moral challenges, injustices and 
misconceptions. 
Furco's definition: changes in attitudes toward standing up for what is right, 
willingness to participate on behalf ofjustice, and their ability to better 
distinguish between right and wrong, and good and bad. (purco, 1997) 
Social Growth - the rubric will measure changes in students' perceptions toward 
social justice, racism, classism, and economic status. Ability to sense a 
shared purpose of social impact with racially and culturally diverse 
popUlations. 
8 
Furco's definition: changes in students' ability to work with others and attitudes 
toward those who are culturally and racially different. (Furco, 1997) 
Personal Growth - the rubric will measure changes in students' choices that 
demonstrates the integration of infonnation they gain about themselves 
through self-discovery. Identify connections with other students who share 
same personal values, sense of satisfaction and accomplishment. 
Furco's definition: changes in students' self-esteem, sense of self-em po wennent, 
and overall leadership skills. (Fureo, 1997) 
Civic Participation - the rubric will measure changes in students' commitment to 
become involved in activities outside their nonnal community. 
Furco's definition: changes in students' awareness ofsocietal issues and 
willingness to take on active roles in the community. (Furco, 1997) 
Purpose of the Study 
College students and the communities they serve stand to reap substantial benefits 
from engaging in service-learning. Frequently cited benefits to student participants in 
service-learning are developing the habit of critical reflection; deepening their 
comprehension of course content; integrating theory with practice and strengthening their 
sense ofsocial responsibility (Jacoby 1996). 
The purpose of this study is to explore various evaluation techniques used to 
assess benefits of service-learning programs for college students. Specifically, the study 
is designed to answer the following questions: 
t 
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Research Questions 
The study addressed the following questions: 
1. 	 How do performance-based evaluation techniques influence service-learning 
development and growth? 
2. 	 How can each of the following evaluation tools be effectively used or adapted to 
assess benefits of service-learning: 
a. 	 Instructor Rubric 
b. 	 Student-Friendly Rubric 
c. 	 Scoring Rubric 
d. 	 Service-Learning hnprovement Plan 
3. 	 What evaluation scheme provides the most compelling profile of student 
achievement as a result of service-leaming programs? 
These three questions will guide the research design and data analysis. 
For the most part, causal comparison links between service activities and 
students' educational outcomes remain weak (Shumer, 1994). By designing. 
implementing and evaluating the results from these three questions, the research will 
provide a monitoring effect on the learning in the classroom and community. In using a 
performance-based rubric, the researcher hopes to define clear learning outcomes which 
will help guide decision-making in service-Ieaming programs. The researcher also 
intends to provide a more elaborate service-Ieaming assessment tool to measure the 
educational development of service students. 
10 
Definitions 
Service-Learning 
A lot of energy has been devoted to defining service-learning. In 1990, Kendall 
wrote that there were 147 definitions in the literature, and there has been no slack of 
interest since. One author noted that "many definitions and approaches have been used 
within the general framework of linking service with learning" (Sigmon, 1994, p.9). For 
example, some schools only require 20 hours ofcommunity service in order to graduate 
and promotes this as service-learning. At the other extreme, there are well-integrated 
programs within college and universities where students spend a year or two in a 
connected series of courses linked to service projects in the community. 
For the purposes of this research, service-learning is defined as: a form of 
experiential education in which students engage in activities that address human and 
community needs together with structured opportunities intentionally designed to 
promote student learning and development. Reflection and feedback are key components 
of service-learning. 
Service-Learning Program 
For the purposes of this research, service-learning program is defined as: a 
program that emphasizes the performance of tasks which meets human and community 
needs with purposeful learning goals and with conscious reflection and critical analysis. 
Service-learning will also have to be integrated into course content and seen as a way for 
students to apply course content to address real world issues in the community. 
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Assessment 
For the purposes of this research, assessment is defined as: a system that is 
deliberately designed to teach by revealing to students authentic tasks; the system should 
provide rich and useful reciprocal feedback. 
Rubric 
For the purposes of this research, rubric is defined as: a printed set of guidelines 
that distinguishes performances or products of different qUality. It has descriptors that 
define what to look for at each level ofquality and indicators providing specific examples 
of things to look for in work. 
High-Order Thinking 
For the purposes of this research, high order thinking is defined as: an interactive 
self-aware process that results in meaningful, long-lasting changes in knowledge, 
understanding skills, behaviors, attitudes, beliefs, opinions, anellor values. 
Standards 
For the purposes of this research, standards are defined as: an established level of 
achievement, quality ofperformance, or degree of proficiency expected of students. 
Portfolio 
For the purposes of this research, portfolio is defined as: an integrated collection 
ofstudents' work showing effort, progress, or achievement in one or more areas. 
Reflection Journal 
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For the pW'poses of this research, reflection journal is defined as: a personal 
collection of key ideas, questions, and reflections generated from readings, participation 
and activities in the service-learning program. 
Reflection 
For the pW'poses of this research, reflection is defined as: a highly detailed 
collection of thoughtful personal connections or insights into service-learning 
experiences or performances. 
Performance-Based Education 
For the pW'poses of this research, performance-based is defined as: the 
encompassing of new trends to assess active learning using projects, journals, portfolios, 
exhibitions based on high expectations and standards. 
Lifelong Learning 
For the purposes of this research, lifelong learning is defined as: a person with the 
curiosity and passion to continue acquiring the knowledge and skills desired beyond 
classroom walls. 
Feedback 
For the purposes of this research, feedback is defined as: information that is 
transferred between two parties for the purposes of improvement and provides the 
performer with direct usable insights into current performance. 
Indicator 
For the pW'poses of this research, indicator is defined as: a more specific 
description of a learning outcome in terms of observable and assessable behaviors. 
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Learning Outcome 
For the purposes of this research, learning outcome is defined as: a goal 
statement specifying a desired knowledge, skills/processes, and attitudes to be developed 
as a result of educational experiences. 
Self-Reported Survey 
For the purposes of this research, self-reported survey is defined as: a type of 
assessment in which a student self reports hislher feelings, attitudes, and knowledge 
about certain products or processes. 
Self-Knowledge 
For the purposes of this research, self-knowledge is defined as: the wisdom to 
know one's awareness of biases in one's understanding brought by favored styles of 
inquiry, habits of thinking. and unexamined belief. 
Assumptions and Limitations 
In any study there is always the possibility that the relationship shown from the 
case studies can be explained by something else. The researcher has tried to minimize 
threats to internal validity by reducing the mortality rate, instrument decay, location. data 
collector bias, maturation, and attitude ofsubjects. The researcher hopes to reduce the 
mortality rate of students participating in the study by interviewing students within the 
first two weeks of the semester. By doing this, the researcher knows the chances of 
students dropping the courses are low. 
In regards to instrument decay, the researcher will try not to make any changes to 
the rubric or assessment tools throughout the semester. The researcher knows that if the 
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instruments are changed, it can create problems. As for location, the researcher plans to 
utilize the assessment tools in a public college classroom in a non-threatening 
environment. In the area ofdata collector bias, the researcher understands that students 
being offered credit and graded by the researcher may influence participants grading 
options or willingness to answer the questions. The participants may also be intimidated 
when they are interviewed. Over the course of the semester, many participants may 
change or mature; be influenced by their other courses, which could be a problem with 
maturation. Lastly, the attitudes of the participants could change. Participants are not 
being paid and are free to withdrawal from the study at any time. The researcher has 
ideally tried to get participants who may have had some exposure to service-learning and 
participants who do not have any pre-conceived notions about service-learning. Another 
factor that might influence the attitude of the participant is the relationship with their 
teacher and any outside influences not associated with the program. All of these could 
affect the way the participant finishes the required evidence. 
In addition to threats ofvalidity, the researcher has many assumptions. One in 
particular is that participants are registering for the service-learning because they want to 
make a difference in their communities and not because they heard it is an easy "A". The 
researcher also is assuming that students will understand the rubric definitions and are 
sincere in their responses. The researcher hopes to elicit truthful answers not what the 
participants think the researcher wants to hear. Furthennore, the researcher has 
reservations about the generalizability of the study because of the different types of 
service-learning programs. 
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Significance of the Study 
The primary purpose of this research is to study previously un-addressed issues 
regarding the educational development assessment of service-learning programs. This 
study will go beyond the limited scope ofprevious studies by researching learning 
outcomes in a more methodologically comprehensive way. By using multiple qualitative 
assessment tools, this study will compare each assessment tool for the best overall 
educational leaming outcome. 
This study will measure students' development across six educational targets, 
which were described earlier: Academic Growth, Career Exploration, Civic Participation, 
Ethical Growth, Personal Growth and Social Growth. 
Overview of the Study 
The background literature, that discusses the research on various assessment 
techniques, is found in Chapter 2. The procedures for designing, collecting, and analyzing 
the data are detailed in Chapter 3. The results of the study presented in case form are in 
Chapter 4, and Chapter 5 provides a discussion of the findings, implications of the 
research, recommendations for further research and concluding remarks. 
CHAPTER 2 

LITERATURE REVIEW 

It is not enough that certain materials and methods have proved effective with 
other individuals at other times. There must be a reason for thinking that they will 
function in generating an experience that has educative quality with particular individuals 
at a particular time. 
John Dewey (1938) 
Brief History ofService-Leaming 
In the last decade, service-learning has assumed a position ofprominence in many 
educational institutions. Originally understood as a student-initiated, extracurricular 
activity, service is being integrated into the curriculum and the institutional fabric of a 
growing number of colleges and universities. Educators and policyrnakers have shown 
increased enthusiasm about service-learning, and the numbers of service-learning 
programs have grown accordingly (Rhoads, 1998). 
Community service on campus is certainly nothing new. In fact, most historians 
would agree that American colleges and universities were first founded in the seventeenth 
and eighteenth centuries around the idea of service-understood at that time as service to 
church and to the civic community. At the end of the nineteenth century, some research 
universities still promoted the connection between campus and community through 
service. 
This tradition of community service on college and university campuses has been 
on the upswing. According to Newman (1985), the most critical demand to campuses is 
to restore higher education to its original purpose ofpreparing graduates for a life of 
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involved and committed citizenship. Stakeholders increasingly demand graduates able to 
think critically and responsibly_ Higher education needs to produce graduates who have a 
profound understanding ofwhat it means to be a citizen; graduates capable ofan interest 
larger than self-interest; graduates capable ofhelping this country to be not simply a 
strong competitor but a responsible and effective leader in a complicated world. 
Most researchers would say that service-learning stems partly from the connection 
between the current views of the way people learn best anJ the changes needed to make 
education more effective. The clearest and easiest way to understand the nature of 
service-learning is to highlight the central claim of the field: "Service, combined with 
learning, adds value to each and transforms both" (Honnet & Poulsen, 1989, p.38). Eyler 
and Giles (1999) wrote in their book Where's the learning in service-learning?, that this 
quote captured the essence ofservice-learning quite well. It succinctly states the widely 
held practitioner belief about the unique role ofservice-learning programs: to combine 
classroom learning with service work in the community. Learning improves the quality 
of service today and more importantly helps sustain it throughout a citizen's life. Service 
transfonns learning, changing inert knowledge to the application ofknowledge and 
competencies in a community context. 
This wisdom about effective learning is consistent with a long tradition of 
experiential learning theory from Dewey to modem cognitive scientists (Eyler & Giles, 
1999). Furco (1996) stated that Dewey and other progressivists suggested that fonnal 
education had evolved overtime to become the traditional model ofpassing along a pre­
determined knowledge base, whatever the discipline, on to a new generation of students. 
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The methodology of this transmission is familiar to all of us: lectures, chalk. and 
blackboards, reading and written examinations. The professor is the source of 
information, and the student absorbs what he/she can. Inspired by Dewey, new 
generations of educators have initiated a variety ofdifferent learning paradigms. Some 
extreme interpretations call for the total abandonment of traditional education, with 
totally free experience becoming the vehicle of learning. 
In his response to these interpretations and with a reiteration ofhis own 
educational philosophy, Dewey (1938) in Experience and Education, shows how 
education is not an either-or-proposition. One does not need to choose between the two 
extremes, and in fact should not. The knowledge base is indeed important. But certainly 
experience in interpreting that knowledge, testing it in current situations, and analyzing 
its meaning is crucial for true learning to take place. Indeed, a student's natural interest in 
a subject can only be sparked by an involvement in the subject and therefore immediate 
interaction with new knowledge in meaningful ways is needed for successful learning. It 
is the task of the educator to provide experiences for hislher students that will be a 
"moving force" for real learning and understanding to take place. 
Dewey (1938) also stated that learning occurs through a cycle of actions and 
reflections, not simply through the ability to recount what has been learned through 
reading and lecture. He stated that memorization ofmaterial for reproduction on tests is 
static and unlikely to be ofmuch use in the long term. Knowing and doing cannot be 
severed. Dewey argued that learning is a wholehearted affair, linking emotions and 
intellect. An educative experience is one that fosters student development by capturing 
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student interest, through passion, because it is intrinsically worthwhile and deals with 
problems that awaken student curiosity. It inspires a need to know that extends over a 
considerable period of time (Giles & Eyler, 1994). Experience enhances understanding 
and leads to more effecti ve action. Both learning and service gain value and are 
transformed when combined in the specific types of activities called service-learning. 
Kendall (1990) stated that different service-learning programs emphasize different 
types oflearning goals: intellectual, civic, ethical, moral, cross-cultural, career or 
personal. Service-learning programs are also structured to promote learning about the 
larger social issues behind the needs to which their service is responding. This learning 
includes a deeper understanding ofthe historical, sociological, cultural, economic and 
political contexts ofthe needs or issues being addressed. Service-learning emphasizes the 
accomplishment of tasks to meet human and community needs in combination with 
Uintentionallearning goals with conscious reflection and critical analysis" (p.14). 
Hundreds ofcollege and university presidents, major higher education 
associations, and some highly influential scholars actively support the development and 
growth of service-learning within the higher education sector. At the same time, others 
within higher education--especially faculty-are skeptical of the benefits ofservice­
learning. particularly when service is integrated into for-credit academic courses (called 
course-based service-learning). Critics contend that service waters down the curriculum, 
further weakening the quality ofhigher education, and that the time students spend 
volunteering in community agencies as part of a course might be better spent in the 
library or laboratory. 
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Moreover, skeptics still question whether it is realistic to expect a relatively 
modest intervention to have such profound effect. The implementation of serv1ce­
learning also presents many problems, ranging from the demands such programs place on 
faculty members to the quality of learning activities. Relatively few faculty participate, 
and until they do, service-learning will remain a marginal educational activity within 
higher education. 
Given the challenges presented by service-learning, why would faculty and 
administrators incorporate service-learning into their courses? First, there is the joy that 
academic service-learning provides. Many faculty still want to have their teaching and 
learning make a difference-and service-learning makes that connection for the student. 
Second, because service-learning crosses so many boundaries, it offers new opportunities 
to think more consciously and more creatively about relationships, including those of 
faculty and student, disciplinary and multidisciplinary knowledge, campus and 
community. Third, because service-learning is an evolving field, those who enter it have 
the opportunity to contribute to its development. Fourth, because service-learning calls 
for a link: between activities in the classroom and activities in a community, it offers a 
vehicle to faculty, students and community partners for thinking and responding in new, 
collaborative ways to the critical issues that confront our local and global societies. 
Service-Learning as a Pedagogy 
Kolb's concept of the experiential learning cycle is useful in explaining the role of 
service-learning as pedagogy (Kolb, 1984). His model outlines the learning experiences 
as a constantly revisited four-step cycle: concrete experience, reflection on the 
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experience, synthesis and abstract conceptualization and active experimentation, which is 
testing the concepts in new situations. Even though anyone may enter the cycle at any 
point, a person usually engaged in service-learning often begins with the concrete service 
experience and then embarks on a period of reflection on that experience, analyzing what 
actually occurred and what implications arise from those observations. Next, reflection 
stimulates the learner to integrate observations and implications with existing knowledge 
and to formulate concepts and questions to deepen the learner's understanding of the 
world and the root causes ofthe need for service. Finally, the learner tests these concepts 
in different situations. Thus experimentation led the learner to begin the cycle over and 
over again (Kolb, 1984). 
Recent cognitive scientists have come to a series of conclusions about student's 
learning that are remarkably similar to those long endorsed by scholars and practitioners 
in the experiential learning tradition. Their focus has what Whitehead (1929) first 
characterized as the inert knowledge problem: the tendency of students to acquire stores 
ofknowledge that are quite useless to them when they are in new situations. They also 
found that students rarely transferred knowledge and principles learned in classroom 
instruction to new problems; even students who had been presented with infonnation 
about solving a problem directly to a new problem often failed to apply it (Bransford, 
1993). Subsequent repeated attempts to solve similar problems and support and 
encouragement to apply what was learned seemed to lead to application. Both scientists 
and educators recognize the barriers presented to developing "knowledge in use" (Schon, 
1995, p.102) by the nature ofmuch classroom instruction and stress the importance of 
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learning in complex contexts and the "active construction ofknowledge" (Bransford & 
Vye, 1989, p.78). 
Resnick (1987) contrasted the nature oflearning in school and in the community 
where this learning will be applied, noting that unlike typical classroom learning, real­
world learning tends to be more cooperative or communal than individualistic, involves 
using tools rather than pure thought, is accomplished by addressing genuine problems in 
complex settings rather than problems in isolation, and involves specific contextualized 
rather than abstract or generalized knowledge. Learning that more closely approximates 
the situation in which students will use their knowledge and continue to learn is less 
likely to be useless or inert. 
Importance ofReflection in Service-Learning 
Traditionally, service-learning is differentiated from volunteerism by its attention 
to reflection. Honnet and Poulsen (1989) stress the importance of reflection as the vital 
link between service and learning. Tbey describe it an activity that enables community 
service and academic and civic learning to serve one another so that "service, combined 
with learning, adds value to each and transforms both" (p.38). 
The definition of service-learning also highlights the importance of reflection. 
Bringle and Hatcher (1997) state that reflection is the "intentional consideration of an 
experience in light ofparticular learning objectives" (p.68). Reflection is an essential 
ingredient in the pedagogy of academic service-learning. The presumption is that 
community service does not necessarily, in and of itself, produce learning. Reflection 
activities provide the bridge between the community service activities and the 
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educational content of the course. Reflection activities direct the students' attention to 
new interpretations of events and provide a means through which the community service 
can be studied and interpreted, much as a text is read and studied for deeper 
understanding. 
The extensive work of John Dewey offers a philosophical foundation for the role 
that reflection assumes in the learning process as a bridge between experience and theory. 
Indeed, personal experiences, such as those gained through community service, allow 
theory to take on meaning when reflection supports analysis and critical examination of 
the experience. Dewey (191611966) contends that experience is as important as theory. 
An ounce of experience is better than a ton of theory simply because it is only 
experience that any theory has vital and verifiable significance. An experience, a 
very humble experience, is a capable ofgenerating and carrying any amount of 
theory (or intellectual content), but a theory apart from an experience cannot be 
definitely grasped even as theory. It tends to become a mere verbal fonnula, a set 
ofcatchwords used to render thinking. (p. 42) 
Too often, the presentation of a theory by an instructor or in a textbook is viewed by 
students as an empty venture. It is through active leaming and the interplay between 
abstract, remote content and personal experiences that student learning is deepened and 
strengthened. 
According to Dewey (1933), reflection is an "active, persistent, and careful 
consideration ofany beliefor supported form ofknowledge in light of the grounds that 
support it" (p.45). Reflection consists ofUtuming a subject over in the mind and giving it 
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serious and consecutive considerations" (p. 46). Dewey acknowledges that experience by 
itself does not necessarily result in learning; experiences can be either 4<miseducative" or 
"educative." Experience becomes educative when critical reflection creates new meaning 
and leads to the ability to take informed actions. Dewey notes that communication, 
particularly face-to-face discourse, is a key to creating educative experiences. 
Communication with others leads not only to educational growth but also to social and 
moral development. 
Gouinlock (1994) is clear in identifying the moral dimensions of Dewey's 
educational philosophy. He notes, the values, aims, and expected response of others play 
a critical role in stimulating revised interest in each participant. Accordingly, in a 
community where full and open communication exists, reflection is an essential condition 
for the growth of new values and forms ofbehavior (Giles & Eyler, 1994). 
Dewey specifies four conditions that maximize the potential for inquiry-based 
learning to be educative: (a) it must generate interest in the learner; (b) it must be 
intrinsically worthwhile to the learner; (c) it must present problems that awaken new 
curiosity and create a demand for information; and (d) it must cover a considerable time 
span and foster development over time. 
Following Dewey, David Kolb's experiential learning theory provides a 
conceptual framework for service-learning educators. There are four aspects ofKolb's 
experiential learning cycle: (a) concrete experience, (b) reflective observation, (c) 
abstract conceptualization, and (d) active experimentation (Ko lb, 1984). Kolb (1981) 
notes that learning can begin at any point on the cycle, and the preferred point of entry for 
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learners is an indication of their learning style preference. Reflection is essential to this 
learning process, for it can link the concrete to the abstract. 
Surprisingly, in spite of its importance in experientialleaming theory, reflection 
remains an underdeveloped aspect ofservice-learning. Giles and Eyler (1994), articulate 
the need to develop "a clearly defined and commonly shared body of knowledge in order 
to develop and refine a solid research agenda for service-learning" (p.328). Others agree 
and feel that there needs to be guidance in designing structured learning activities that 
promote intentional consideration. 
Eyler, Giles, and Schmiede (1996) found that reflection is most effective in 
service-learning courses when it conforms with the "4 Cs:" (a) continuous, reflection 
activities are undertaken throughout the service-learning course, rather than intermittently 
or irregularly; (b) connected, reflection efforts are structured and directly related to the 
learning objectives; (c) challenging, reflection efforts set high expectations, demand high 
quality student effort, and facilitate instructor feedback that stimulates further student 
learning; and (d) contextualized, reflection activities are appropriate to the particular 
course, and commensurate with complementary to the level and type of course learning 
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activities. 
Bringle and Hatcher (1995), believe that effective reflection activities (a) link 
experience to learning objectives, (b) are guided, (c) occur regularly, (d) allow feedback 
and assessment, and (e) include the clarification ofvalues. The process of meaningful 
reflection takes time. Regular, varied, analytical activities can lead a student through 
different stages of reflection, enriching the learning from the service experience. They 
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state that when reflection activities with these qualities are integrated into service­
learning courses, students will be better able to connect the service to coursework, and 
their learning will be enriched. Furthermore, because students who do this type of 
reflection will find their experiences more rewarding, they will be more likely to enroll in 
other service-learning classes and become involved in additional voluntary service 
activities that can lead to lifelong learning. 
Types ofReflection for Service-Learning 
There are many examples of reflection activities that can be used in service­
learning classes. Writing is a special form of reflection through which new meaning can 
be created, new understanding of problems can become circumscribed, and new ways of 
organizing experiences can be developed. Analysis through writing helps to make 
challenging experiences less overwhelming, fosters problem-solving, and facilitates the 
exploration of the relationships between past learning, current experiences, and future 
action. 
Student journals are common reflection activities in service-learning courses 
because they are easy to assign and they provide a way for students to express their 
thoughts and feelings about the service experience throughout the semester. It is 
important that students know, at the beginning of the course, what is expected in a journal 
and how it is going to be used. Some journals, intended as personal documents, are never 
submitted for a grade. Journals may also be reviewed periodically by the instructor and 
can be shared with other students or with community agency personnel. Ifjournals are to 
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be evaluated for a grade, then this policy should be made clear at the beginning of the 
semester and the criteria for grading the journal should be specified to the students. 
A sample of conventional reflection activities includes structured journals, 
discussion groups, integrative papers and oral presentations. Creative reflection activities 
include experiential research paper, class presentations, electronic reflection, pre/post 
videos, pre/post essays, dialogue journals, simulations, artistic reflection (song or dance), 
policy action and reflective interviews. Each ofthese activities must have carefully 
designed guidelines. 
For service-learning to educate students toward a more active role in community, 
careful attention must be given to reflection. Reflection activities must allow students to 
discover the value of dialogue, embrace the importance ofdiverse learning processes and 
develop the ability to make meaning of personal experience. 
Description ofService-Learning Outcomes 
Throughout the service-learning research, there are several learning outcomes 
described by researchers as indicators of growth. Many of these outcomes are similar and 
tend to "cross-over" into each other. This researcher is only going to discuss the six areas 
defined in Chapter One: Academic Growth, Career Exploration, Civic Participation, 
Ethical Growth, Personal Growth and Social Growth. 
Academic Growth 
Cognitive development. 
The cognitive outcomes assessed in studies of service-learning have included 
grades, subject-matter achievement, and high-order thinking skills such as analysis and 
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problem solving. Three studies have examined the effects of service involvement on 
grades. A study by Melchior and Orr (1995) found no significant impact by service­
1earning on GPA. However, Shumer (1994) found that students in a Community-Based 
Learning Program had significantly higher grades after a year in the program. Features 
service-learning tasks seem to appeal to a broader range ofmotives than conventional 
school tasks, thus increasing students' motivation for school and academic engagement or 
growth. Motivation to learn may also be enhanced through service projects. 
Beyond just GPA achievement, pertinent service enhances students' specific 
content knowledge. For example, Hamilton and Zeldin (1987) found that the students 
who completed service-learning internships in local government offices scored higher in 
their knowledge of local government than their peers in traditional classes. In a project on 
hunger, students who visited a food bank emerged "better informed" about the problem 
ofhunger than students who did not (Dewsbury-White, 1993). 
One frequent argument for including service in the curriculum is that activities in 
which students analyze community problems, design a plan, and implement solutions, 
can stimulate the development ofhigher-order thinking skills, such as analysis, 
evaluation, and problem-solving. Three studies have examined the effects of service 
projects on high-order thinking. Conrad (1980) and Conrad and Hedin (1982) found that 
students in experiential learning programs significantly outperf"lrmed comparison 
students in the empathy and complexity of their responses to interpersonal problems. 
Using Bloom's taxonomy, Schollenberger (l985) assessed the frequency with which 
students reported engaging in higher-order thinking during service-learning and their 
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level of thinking in response to social problems. In addition~ she examined the 
relationships between higher-level thinking~ time spent in service-learning, and students~ 
aptitude test scores. Schollenberger found that participants in service-learning reported 
frequent opportunities to engage in higher-level thinking during service-learning and 
demonstrated high levels of thinking about social problems. However, analyses also 
revea]ed no significant correlations between higher-order thinking and either time spent 
in service-learning or aptitude test scores .. 
Academic engagement. 
The features ofservice-learning tasks also seem to appeal to a broader range of 
motives than conventional school tasks, thus increasing students' motivation and 
academic engagement. For example, in service-learning, students are involved in 
cooperative relations with peers, teachers and community members and may positively 
affect the welfare ofother people, experiences that may elicit social motives (Urdan & 
Maehr, 1995). Service-learning projects also engage students as resources in the solution 
of social problems, a task characteristic that may contribute to self-perceived competence 
and control. Several studies have attempted to document the effects ofservice-learning 
on academic motivation. For example, Silcox (1993) assessed the impacts ofan 
environmental project on intrinsic motivation and students' sense ofpower. While 
students showed no significant gains in intrinsic motivation, analyses of their written 
reflections revealed large increases in students~ feelings ofpower. Waterman (1993) 
found no change in Literacy Corps participants academic motivation over the course of 
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their project; however, their counterparts in traditional English classes experienced a 
decline in academic motivation. 
Career Exploration 
Career decisions/benejils. 
Eyler and Giles (1999) found that students who chose to participate in service­
learning were significantly more likely to value a career helping others at the beginning 
of the semester. This participation had a significant effect in producing change over the 
course of a semester. Eyler and Giles believe that service-learning strengthens the service 
orientation ofstudents who are already interested in careers of service. They concluded 
that for some students, service-learning leads to a career of service. 
In a study conducted by Vogelgesang and Austin (2000), they discovered that 
service oriented career choices and plans to engage in community service were 
characteristic of students who participated in service-learning. Students that took service­
learning with related coursework tended to opt for more service oriented careers than 
their counterparts. Furthermore, students engaged in service-learning also reported 
affirmatively when asked if they planned to contribute to their communities. 
A study performed at Morgan State University examined students who 
participated in community service learning. They found that alumni who participated in 
service-learning were more service oriented than alumni who were non-participants. The 
analysis from the study indicated that participation in service-Ieaming impacted career 
directions for alumni as well as fostering a value of life-long community service 
(Smedick 1996). 
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In another study, Sledge, Shelburne, and Jones (1993) discussed the findings from 
forty-three students who completed a 30-48 hour service-learning component connected 
to a course entitled "Volunteering in the Community." They revealed that the students 
who registered for the class originally did so because they desired to help others and to 
further their career exploration. The students reported improvements in their ability to 
work collaboratively, learn independently and make career decisions that will benefit 
their communities. 
McElhaney (1998), performed a study on two sets of undergraduate students 
participating in an "Alternative Spring Break" program. One set of students was linked to 
a curriculum-based course while the other set was not. The researcher found that the non­
curriculum based group bonded with and befriended each other more often than the 
curriculum-based group. They also learned more about group dynamics but had fewer 
learning outcomes. The curriculum-based group experienced a greater variety of 
outcomes especially in the cognitive psychological domain. They increased their 
understanding ofcommunity issues, connected theory to practice, broadened their career 
and educational choices, learned problem-solving skills, and expressed a commitment to 
future service involvement. 
Civic Participation 
Civic development. 
A primary objective ofservice-learning programs has been to facilitate the 
development of attitudes, values and behaviors necessary for membership in a 
participatory democracy. Its proponents argue that service-learning can be an effective 
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alternative or supplement to text-based civic education, whose limited effects are well 
established. Studies have focused on citizenship outcomes including attitudes and values 
such as social and personal responsibility, political efficacy. political trust, political 
interest, dogmatism, attitudes toward others, and attitudes toward cultural diversity. In 
addition, investigators have measured the impacts ofservice-learning on both the 
intention to become involved in the community and actual community involvement. 
Studies ofpolitical efficacy, the belief that one can positively influence the 
political process, have yielded mixed results. Wilson (1974). Hamilton and Zeldin 
(1987), and Marks (1994) found that service-learning participation had positive effects on 
efficacy, while in studies by Marsh (1973), Rutter and Newmann (1989), and Procter 
(1992), students did not gain in efficacy. 
Marsh (1973) examined the impacts ofa service-learning social studies class on 
three attitudinal components ofpolitical socialization in addition to efficacy: political 
interest, civic tolerance and political trust. He found a significant increase in political 
interest for experimental students but no changes in civic tolerance or trust. Conrad 
(1980) and Conrad and Hedin (1982) found that participation in experientialleaming was 
associated with increasingly positive attitudes toward community involvement. 
Many service-learning practitioners believe tolerance is a central value to civic 
engagement. Tolerance may include two components, a willingness to objectively 
consider attitudes and values different from one's own. and an acceptance of individuals 
that are ethnically. linguistically, and economically different from oneself. Several 
researchers have assessed the effects of service experiences on the first component. For 
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example, Sager (1973) used the Rokeach Dogmatism Scale, to find mixed results. There 
was not a clear correlation between services and objectively. Other researchers have 
assessed the effects of experiential and service-learning on the second aspect of tolerance, 
acceptance of others and of cultural diversity. Again the results have been mixed. While 
Conrad (1980) found that students involved in experiential learning programs 
demonstrated significantly more positive attitudes toward adults and toward the recipients 
ofservice than controls, Silcox (1993) found no gains and Melchoir and Orr (1995) found 
no significant gains. 
In addition to assessing the impacts of service-learning on democratic attitudes 
and values, researchers have also examined the effects of service on students' intent to 
become involved in the communities, and their concurrent and subsequent community 
participation. Conrad (1980) found that students in experiential learning programs made 
greater gains than control students in their intent to become involved in their 
communities. Using a posttest only, Marsh (1973) found that participants in a service­
learning class expressed greater willingness to take political action than comparison 
students. Yates (1995) identified features of the service experience that might account for 
the differential results of research on intent to serve. She found that students' emotional 
engagement in service and amount and level of reflection, as well as course grades and 
mends involved in service, predicted their projected levels of service. 
Other studies have examined the effects of service-learning on community 
involvement. Marsh (1973) found that students who were participating in a service­
learning course reported higher levels ofpolitical activity during the class than 
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comparison students. The results of the study were no doubt due to students' coursework. 
However, two retrospective studies indicate that school-based community service 
programs can impact subsequent community involvement. Beane, Turner, Jones, and 
Lipka (1981) and O'Connell (1983) found that individuals who had participated in 
service-learning programs in high school were more likely, as adults, to hold leadership 
positions in formal organizations and membership in non-formal organizations than 
comparison subjects. 
Ethical Growth 
Values, beliefs and moral development. 
Community projects and similar service-learning experiences can make a course 
more meaningful and encourage value formation. For the most part, teaching ethics or 
value development challenges students to examine their beliefs and actions. But for many 
students, that challenge is merely a mental exercise and does not affect their daily lives. 
Scholz (2000) found her greatest challenge was not having her class perform a 
service-learning project during her ethics class at Villanova University but that she was 
personally challenged to find some way to encourage students to make the transition from 
thought to action. She discovered that a well-developed moral imagination will allow 
students the ability to feel sympathy and empathy for those who suffer, and compassion 
for near and distant people. She revealed that the service component assisted the students 
and herself in gaining a heightened sense ofself-awareness. Many ofher students 
described the experience as "breaking out of the bubble" oftheir everyday campus life. 
She identifies Armis's theory of stimulating moral sensitivity and imagination among the 
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goals of teaching ethics. Students must be able to feel compassion, empathy, care, 
indignation over injustice, and a range ofother moral sentiments in order to both think 
about what an ethical response would be and respond in an ethical manner (Annis, 1992). 
There is sufficient evidence between researchers that service-learning has a 
monumental difference in moral development in their students. Gorman (1994) found that 
students who participated in service-learning experiences showed significantly higher 
rates of growth on the moral development measure than those who did not participate. 
Giles and Eyler (1994) examined personal responsibility ofa service-learning 
experience. They reported that students experienced significant increases in their values 
and beliefs that people can make a difference. In addition, they stated increases in moral 
development and the willingness to become involved in community service (particularly 
in leadership and politics) issues. Students developed more positive perceptions of the 
people they worked with and an increased commitment to continue service. 
In contrast, Leary and Fenzel (1997) stated the results from a study conducted at a 
parochial college. They noted that students did not show greater gains in attitudes toward 
personal responsibility or in moral judgment. However, content analysis of the interviews 
revealed that students felt more compassion toward the disadvantaged, were more 
committed to do community work, and held a greater belief that they could make a 
difference. 
Greene (1996) investigated the effect of service-learning on students' moral and 
psychological development as well as its effects on service recipients in four occupational 
therapy programs. The results showed that service-learning did not significantly impact 
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students' moral reasoning abilities nor their development ofmature relationships. The 
study did affinn that service-learning students valued their experiences and it increased 
their awareness ofdiversity and quality of life issues for service recipients. 
Personal Growth 
Personal and interpersonal sldlls. 
Another learning objective for service-learning is the development ofpersonal 
and interpersonal skills. These skills include a greater self-knowledge, spi.~tual growth, 
personal efficacy, and cultivating meaningful relationships. According to Giles and Eyler 
(1997) service-learning had a significant impact on how students see themselves and 
others. They discovered that 38% of students felt they knew themselves better but the 
self-awareness was gradual. Students reported improvements in self-confidence, the 
ability to work and learn independently, insight into their personal strengths and 
weaknesses, and a sense of personal achievement. 
Although fewer students (20%) were impacted by spiritual growth, Giles and 
Eyler (1994) did detect that some student discussions about "giving backn to the 
community had a spiritual flavor. Some students saw their service as a definite 
opportunity to fulfill their religious commitment. 
Giles and Eyler (1994) further looked into the feelings a student has when making 
a difference in someone's life. Characteristics such as personal agency, self-efficacy and 
political efficacy are powerful predictors of active citizenship participation. They 
concluded that students who opt for service-learning are significantly higher personal 
efficacy because they decide to become involved. Their participation was highly 
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correlated with an increase in personal efficacy over the service-learning experience. 
Students have the opportunity to take leadership and see how their skills make a 
difference. which leads to an increase ofself-confidence. 
Several of their students commented that "meeting people I never would have 
met," was a catalyst for growth and change. These students also developed an 
appreciation and tolerance for diverse cultures and subsequently reduced their use of 
stereotypes. 
Other advocates argue that service-learning provides opportunities to fill 
significant social roles. develop realistic skills, and enhance the development of self. A 
number of indicators for personal development have been the focus of research including 
self-esteem, identity development, and personal adjustment. While some studies have 
shown effects on self-esteem (Middleton & Sussex, 1993), the majority of studies show a 
positive relationship (Conrad & Hedin, 1982; Krug, 1991; Waterman, 1993). 
Driscoll, Holland, Geimon, and Kerrigan (1996) discussed findings from their 
case study at Portland State University. They showed that service-learning affected 
students in their awareness and involvement in the community, personal development; 
academic achievement; and sensitivity to diversity issues. Many students challenged their 
stereotypes and became more tolerant to others outside of the normal ··culture." 
Another case study by Freidus (1997) involved graduate students at a college in 
New York. Several themes emerged from this portfolio/reflective study including trust in 
self, in others, and in the process. Most students began to feel safe and were willing to 
take risks, thus increasing their trust in self. A second theme was synergy-as students 
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bonded with each other, their energy levels provided support for one another. The third 
theme was evident as students began to understand the development of the reflective 
process. Student conversations occurred in an environment of trust. 
Keen and Keen (1998) surveyed Bonners Scholars Program recipients. Students 
reported that their service-learning positively impacted their motivation to serve others, 
their sense ofpersonal efficacy and leadership effectiveness. Kendrick (1996) also 
examined effects of service-learning on students given extra credit for participation in 
service-learning of20 hours or more. These students showed improvements in social 
responsibility, personal efficacy, and in their ability to apply course concepts to new 
situations. 
Finally, Loewen (1998) investigated differences in service-learning students' 
reflections compared to non-participating service-learning students. Results indicated that 
reflection had a significant effect upon students' levels of empathy and sense of 
empowerment. In addition, the analysis found that women had a significantly higher level 
ofempathy than men in a direct service-learning setting. 
Social Growth 
Sense ofsocial responsibility. 
For many instructors, social responsibility represents the most important aspect of 
service-learning. In their courses they try to explore firsthand topics such as: social 
inequality, gender, ethnicity/cultural issues, social movement, political sociology and 
social change. Ender, Martin, Cotter, Kowalewski, and Defiore (1996), commented that 
service-learning furthers higher education aims by helping students develop an 
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appreciation for social and cultural diversity, an understanding ofthe sociological 
imagination, and an ethic of responsibility for improving the communities and society in 
which they live. 
Sledge et al. (1993) surveyed students in the Delta region that were required to 
attend weekly seminars on various topics about the socio-economic conditions ofthe 
local community. The authors discovered a significant increase in students' concern 
about their community. They also were more aware of the inequity of resources to many 
dialects of the Delta region. After completing their hours, many students demonstrated 
leadership skills by designing newsletters with alternative resources for these 
communities. 
Batchelder and Root (1994) examined the influence of service-learning on moral 
cognition. The author examined the decision-making process in response to societal 
needs, the level of reasoning used, and the deVelopment of occupational identity. The 
study found significant gains for sen'ice-learning students on complex cognitive 
variables, including a greater resolve to act in the face of acknowledged uncertainty and a 
greater awareness of the multiple dimensions and variability used in dealing with social 
•problems. Students also increased their social decision-making and reasoning. 
Other researchers such as Johnson and Bozeman (1998) studied the use of a 
developmental approach to student acquisition of social responsibility via service­
learning. They used a new survey form ofmeasurement "Scale ofSocial Responsibility 
Development (SSRD) developed and derived from the developmental phases ofDelve 
and associates. They concluded that students showed a noteworthy increase in the 
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"Realization and Activation" scales, which contributed to social responsibility-at least 
on a short-tenn basis. 
Lastly, Mabry (1998) assessed how student civic attitudes and personal social 
values were impacted by their service learning experience. Students' personal social 
responsibility and civic attitudes varied significantly by socio-demographic 
characteristics. Women and Caucasian students scored significantly higher. Men non­
whites, and those with the least service experience showed significant positive changes in 
their civic attitudes. 
Classroom Assessment - What Do We Know About the Topic? 
Assessment as Learning 
Traditionally, when most educators finish with a lesson or chapter they give their 
students an essay or multiple-choice test. Most students miss the connection between 
what happens in class and what happens on test day, reducing the motivation both to 
learn in class and to study for tests. In addition, students do not receive feedback on the 
adequacy of their answers until long after the actual performance. One key feature of 
assessment, therefore, is that it can serve both as a classroom activity and a test. 
Conventional approaches to assessment derive from behavioral learning theory 
(Sulzer-Azaroff et aI., 1988). This theory holds that the focus of instruction should be on 
observable behaviors and skills. The learning skills are hierarchically sequenced such that 
more advanced skills cannot be learned before less advanced ones. The difference 
between more complex and less complex learning and problem solving is a matter of the 
number ofobservable skills that the learner has mastered. According to behavioral 
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learning theory, assessment should focus extensively on the observable outcomes and not 
on the unobservable cognitive processes (Le., the use of cognitive learning strategies) that 
underlie observable changes in behaviors and skills. 
Wiggins (1990) defines assessment as a direct examination of student 
performance on worthy intellectual tasks. Assessment requires students to be effective 
performers with acquired knowledge. Traditional tests tend to reveal only whether the 
student can recognize, recall or "plug in" memorized context. Perfonnance-based 
assessments present the student with a full array of tasks that mirror the priorities and 
challenges found in the best instructional activities; these tasks include conducting 
research, writing, revising and discussing papers; providing an engaging oral debate and 
much more. Conventional tests are usually limited to paper-and-pencil, one-answer-only 
questions, whereas perfonnance assessment achieves validity and reliability by 
emphasizing the appropriate criteria for scoring various products. 
Much of the discussion of assessment of student learning has been built upon the 
early work conducted at Alverno College. Faculty there began to use the term 
"assessment" to describe the process of measuring a set of student abilities (such as 
•communication, analysis, and problem-solving) that were identified as essential in 
student learning (Loacher & Mentkowski, 1993). While much of the literature about 
assessment continues to emphasize student learning, institutions are beginning to frame 
assessment as an integral part of their continuous improvement strategy. This broader 
perspective highlights the entire educational purpose of the institution or academic unit 
from a mission-driven perspective. 
4 
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Gelmon (2000) states, "assessment is concerned with learning and is a process 
that depends upon fonnulating questions and developing evidence to answer those 
questions." While this process may seem similar to 44education research" or "program 
evaluation,~' the primary emphasis in assessment is twofold: on learning about learning, 
and using that learning for short-tenn as well as long-tenn curriculum development 
(p.85) 
Hennan (1992) believes good assessment is built on current theories oflearning 
and cognition and grounded in views ofwhat skills and capacities students will need for 
future success. To many, good assessment is also defined by what it is not: standard, 
traditional multiple-choice questions. 
According to cognitive researchers, meaningful learning is reflective, 
constructive, and self-regulated (Bradsford & Vye, 1989; Marzano, Brandt, & Hughes, 
1988). To know something is not just to have received but have interpreted it and related 
it to other knowledge one already has. 
Baker et al. (1993) commented that validity of an assessment depends on the 
degree to which the interpretations and uses of assessment results are supported by 
empirical evidence and logical analysis. She also stated there are five internal 
characteristics that validate assessment: it should have meaning for students and motivate 
high perfonnance; it should require the demonstration ofhigh order thir..king, applicable 
to important problems; it should illustrate current standards ofcontent or subject matter 
quality; it should minimize the effects ofskills that are irrelevant to the focus of 
assessment and finally, it should possess clear standards for rating or judgment. 
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Angelo (1995) outlined nine properties for increasing learning in the classroom. 
He said that students learn more when they: 
1. 	 actively engaged in their academic work by asking students to periodically 
write a brief summary of their lecture; 
2. 	 set and maintain realistic expectations in producing a learning goals; 
3. 	 keep a log of their own ways ofworking so that they can monitor, direct, 
and redirect their energies; 
4. 	 provide and use regular, timely, feedback via one minute paper; 
5. 	 connect new information to prior knowledge through a simple 
questionnaire; 
6. 	 organize their learning in meaningful and academically by means of 
concept maps or charts; 
7. 	 experiment with real-world applications of classroom learning; 
8. 	 work regularly and productively with instructors and other students by 
assessing each team and 
9. 	 invest time in keeping track ofboth the quantity and quality of their work 
with logs. (p. 31). 
Ewell (1997) argues that the lack of success in learning stems from two common 
flaws in higher education strategies. First, initiatives have been implemented without a 
deeper understanding of what "learningn really means and which strategies are likely to 
promote it. Second, other initiatives have been "piecemeal" within institutions. Angelo 
(1999) agrees that most assessment efforts have resulted in little learning improvement 
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because they have been implemented without a clear vision ofwhat "higher" or "deeper" 
learning is and without an understanding ofhow assessment can promote such learning. 
Angelo goes on to propose that the piecemeal attempts stem partly from a survey 
addictive model ofassessment, which needs to be replaced by a new assessment method. 
Creating effective assessment tools requires thinking through curriculum content, 
establishing learning outcomes, then designing performance activities that will allow 
students to demonstrate their achievement ofthose outcomes, and specifying criteria by 
which they will be evaluated (Wiggins, 1990). 
Some view assessment as a mechanistic and technical process. They see it as a 
collection ofmonitoring devices than can be dropped into or added onto existing 
academic classes. Others consider assessment as program evaluation and compare it to 
going to accountant at tax time or see it as adding data-collection and reporting processes 
here and there. 
Work on assessment in education has contributed to development ofa set of 
"good practices" for assessment (Wiggins, 1998; Banta, Lund, Black & Oblander, 1996; 
Angelo & Cross, 1993). Some practices have evolved and been validated as guidelines 
for successful assessment activities. Angelo's 10 Guidelines for Assessing as ifLearning 
Matters Most (1999) is one example ofa highly successful tool used in many higher 
education institutions. Many of these assessment guidelines can be transformed into 
service-learning assessment practices that should help students develop the skills and 
knowledge necessary to be successful in service-learning. 
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Brief History ofService-Learning Assessment 
At a recent conference in Berkeley, researchers discussed the history ofservice­
learning assessment. At one conference luncheon, Eyler (2001) spoke to attendees on the 
topic of "What do we most need to know about the impact ofservice-learning on student 
learning." She stated, ''The service-learning field is swveyed out! We need to begin 
looking at other assessment tools/methods for measurdlg our learning goals and 
objectives" (p.1S). Swvey research over the past decade has provided ample evidence of 
the impact of service-learning on the personal and social development of college students 
but the evidence for its cognitive impact is less well developed. 
In order to improve the quality of academic service-learning, we need to move 
beyond swveys and identify the intellectual outcomes best facilitated through 
service-learning, create measures of those learning outcomes that can be 
embedded into the instructional process, and conduct experimental studies of 
alternative pedagogical techniques to identify those which produce optimal 
learning and cognitive development. (Eyler, 2001, p.1S) 
In her article entitled "At a glance: What we know about the effects ofservice­
learning on college students, faculty, institutions and communities, 1993-2000," Eyler 
summarized all the service-learning research studies to date. She divided the studies into 
three categories: quantitative, qualitative and both. Out of 133 studies performed before 
2001, 73 of the studies have been quantitative only, 33 had a qualitative aspect and the 27 
remaining studies used a combination ofquantitative and qualitative. Of the 73 
quantitative studies, 71 used pre/post self-reporting swveys. She concluded that most of 
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these studies were repetitive and although were done with good intentions, no meaningful 
assessment took place. She also noted that all but a few service-learning assessments 
were perfonned using one of the following three survey instruments: UC Berkeley's 
(Furco, 1997), Portland State University's (Gelmon et al., 1998) or Vanderbilt 
University's (Giles & Eyler, 1999). 
One would assume that assessment of service-learning efforts is an integral part of 
understanding the impact of these efforts. Yet in contrast to the scope ofservice-learning 
programs and activities, relatively little assessment evidence has been developed. Gelmon 
(2000) suggests that a significant gap exists in research addressing assessment studies­
not only learning about outcomes ofservice-learning, but learning about different aspects 
of service-learning that can be assessed. It is necessary to develop new methods for 
conducting such assessments. 
Bringle and Hatcher (2000), advocate that service-learning practitioners must 
devote more resources to conducting systematic, scientific survey assessment of service­
learning outcomes across students, faculty, institutions, and community partners. This 
type of scientific assessment with meaningful indicators of educational outcomes 
represents a public, peer-reviewed, and replicable type of information gathering that is 
important for increasing confidence among practitioners. This reliable data would 
provide justification to support the expansion and recognition of service-learning 
academically, and would develop theory to enhance our understanding ofbest practices. 
Other service-learning researchers agree with this scientific analysis. Eyler and 
Giles (1999), Gelmon et at. (1999) and Furco (1997) produced self-reporting Likert scale 
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surveys to assess educational outcomes for service-learning. Each survey had educational 
indicators or predictors for learning and some showed significant areas of educational 
growth. Vogelgesang and Astin (2000) also produced several pre/post self-reporting 
surveys, which have measured behaviors, values and learning. 
Unfortunately, other research scientists and practitioners have had a hard time 
replicating these surveys. Howard (2000) states that many service-learning programs 
have unique characteristics, which are too detailed or arbitrary. These inconsistencies 
lead to gross misconceptions about the significance ofeducational growth in service­
learning when using one of the three survey instruments mentioned above. 
Shumer (2000) argues that the purpose of service-learning is to measure 
humanistic learning growths. He deems that most service-learning researchers are 
"positivists" which measure "reality" learning through carefully planned, empirical 
studies, orchestrated by using mathematical and scientific models with impersonal 
approaches. Researchers then interpret the data in an objective process. Shumer contends 
that in this process, the researcher's methods remain at a distance from the study and 
eliminate the possibility ofhuman contamination. 
•In contrast, Shumer (2000) believes that there are a few service-learning 
researchers that are "interpretivists" who determine "reality" through personal 
involvement; an attempt to learn what the world is like from the perspective of the "other 
person." He suggests that the researcher must be connected to and spend time with the 
study (through either human interaction such as interviews, observations, etc.) He 
believes that ifresearchers performed as "interpretivists," service-learning students would 
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not only understand current social conditions, causes of power, and economic inequities, 
but also would understand how to contribute to social change. 
There are many approaches to assess and evaluate service-learning and each 
approach involves answering different questions. To insure validity, the approach should 
adhere to many methods. "Positivism" or self-reporting surveys are currently the choice 
among most service-learning institutions. According to Shumer (2000). "Although these 
surveys provide useful information, they are not sufficient to support the dynamic, 
change-oriented and often idiosyncratic patterns ofservice-learning" (p.77). Qualitative 
and interpretive assessment approaches attempt to provide the human story-what 
happens and how it happens to those participants engaged in the experience. It is usually 
the robust stories about the lives of those who participate in service-learning that will 
ultimately provide the substantive data about its value and effectiveness. 
Student Assessment-as-Learning: Using Feedback 
In order to evaluate student's abilities. Alverno College faculty developed the 
concept of assessment as a multi-dimensional process ofjudging the individual student in 
action. Course-based and integrative assessments, which focus student's learning from 
several courses, draw out samples ofperformance representing the expected learning 
outcomes from a course or program. Faculty and other trained assessors observe and 
judge a student's performance based on explicit criteria. Methodical feedback, as well as 
the reflective practice ofself-assessment by each student, helps create a continuous 
improvement process for learning. They call this process assessment-as-Ieaming. 
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At Alvemo, Mentkowski et al. (2000) identified six major themes in the student 
learning perspectives: developing conceptual abilities, developing interpersonal abilities, 
experiential validation ofcurriculum and experiential learning, developing skills for 
independent and social learning, identify development as a learner and professional 
perspectives on the college as a social environment. Students identified several key 
features of the curriculum that supported their learning, including the student assessment 
process (with its focus on performance, self assessment, and feedback), experiential 
learning, classroom discussion, and work in groups. 
Several contributors have pointed out that assessment infonnation is not very 
useful if it does not affect decision-making. Others have noted the value of collaboration 
and how important it is for successful assessment. Educators want to engage students in 
assessment efforts, both as users of the information and as collaborators in the efforts to 
produce it. As a result, students can benefit not only from assessment information but 
also from involvement in the assessment process. Educators may get some valuable 
reciprocal feedback as well. 
When designing assessment projects, most educators expect students to help , 
generate valuable assessment infonnation. Students participate in classroom activities, 
prepare portfolios, take tests, complete inventories, fill out surveys, and share their 
opinions in focus groups. They provide evidence of their learning and reflections on their 
growth. 
One way for educators to improve programs and learning is to provide feedback 
to students about their assessment efforts and results. A number of assessment experts 
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have argued persuasively for the use offeedbac~ whether assessing learning in general 
education. the major, or other classroom components such as service-learning. 
Wiggins (1998) has been one of the most effective voices in arguing for the use of 
feedback as a way to improve student learning. Wiggins believes that assessment 
should teach as well as measure and that it should provide "rich and useful 
feedback to all students and to their teacher" (p.43). One of the strongest trends in 
assessment is to embed the collection of information about learning into everyday 
classroom activities. When doing this, the collection of assessment information for 
programmatic purposes is not obvious to students. Embedded assessment activities are 
seen as a natural part of the learning process and issues ofstudent motivation are 
maximized. In addition, many opportunities to provide feedback about learning are 
available. Wiggins argues, "feedback is most effective if it occurs along with assessment 
activities providing commentary that is 'rich, clear, and direct enough' to help students 
self-assess and correct their performances" (p.45). He urges educators to assess how well 
students are able to use the feedback they receive and often suggests small classes where 
the educators can measure the feedback tool. 
In the Alvemo study, the college assessment culture appeared to affect the way 
feedback was given, received and used. Students believed that feedback was given in 
such a way that they did not feel rejection or discouragement. It did not place an 
unbalanced focus on negative aspects of perfonnance. They experienced it as supportive 
criticism that reinforced the principles of effective interaction that they were learning. 
51 
Students received feedback from instructors, peers, and outside assessors and mentioned 
that the feedback process was important to support their learning and motivation. 
Within the last decade, student self-assessment has received serious consideration 
as a valid means of assessment. For example. Tierney, Carter and Desai (1991) assert that 
student self-assessment is at the heart of the assessment movement. They claim that there 
is no reason why students cannot assess themselves on all content and learning standards. 
Out-of-class activities such as service-learning also provide students 
with feedback and opportunities for self-assessment. According to Jacoby (1996), 
service-learning is based on the principle that learning and development occur"as a result 
of a reflective component explicitly designed" to foster this growth (p.25). Jacoby 
believes that reflection on service-learning can be as important as the experience itself. 
She argues for many forms of reflection including individual and group. as well as oral 
and written, and believes that feedback should be provided by program leaders, peers, 
and the individuals who are served (community partners). 
In order to take more responsibility for developing abilities, learners need an 
increased understanding of what they are doing in relation to what they aim to do. Being 
aware is an essential part oflearning. If the learner understands what is clear and 
meaningful about a theory or framework, they can then determine future strategies for 
effective production. A successful, active and reflective learning process includes learner 
engagement, self-assessment, and feedback. Reflective self-assessment helps learners to 
shape future perfonnance based on understanding both their past and present work and 
their intellectual processes (Mentkowski et al., 2000). 
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Mentkowski et a1. (2000) also examined how course elements support self­
assessment and awareness of self in a variety ofways: the use ofclear abilities, 
perfonnance criteria that integrate knowledge and ability, discussions with peers and 
faculty, and the regular use of feedback on perfonning and learning progress. Essentially, 
assessing multiple perfonnances in diverse settings with supervisors and faculty, in 
groups and in reflection, leads to different kinds of mindfulness about learning. By 
making the interaction ofperfonnance and self-assessment an object of the student's 
learning, faculty give students more opportunities to be reflective and to thoughtfully 
consider their growth as learners and perfonners who are developing a professional 
identity. 
The classroom assessment techniques popularized by Angelo and Cross (1993) 
include many assessment ideas that can be adapted for use with out-of-class service­
learning as well as in-class service-learning reflections. Validating students' purposes and 
experiences is an important factor in making a service-learning curriculum meaningful 
and relevant. For example, most colleges have used surveys of student attitudes and 
satisfactions to market service-learning programs and faculty use student course 
evaluations and students' comments from class to improve teaching and learning. 
Dewey (1938) believed that when students actively participate in their learning, 
they are able to construct knowledge that is personally meaningful and fulfilling. In his 
writings, Bruner (1961) promotes the idea that a student be viewed neither as a passive 
recipient of information nor as a bundle ofstimuli-response connections. Instead, a 
student should be viewed as "one who selects and transfonns infonnation, constructs 
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hypotheses, and alters those hypotheses according to the evidence presented" (Anglin & 
Bruner 1973, p.S9). 
Importance ofInterviewing and Focus Groups 
Focus groups were originally called "focused interviews" or "group depth 
interviews." The technique was developed after World War II to evaluate audience 
response to radio programs (Stewart & Shamdasani, 1990). Since then, social scientists 
and prograrp. evaluators have found focus groups to be useful in understanding how and 
why people hold certain beliefs about a topic or program of interest. 
Brown (1994) has noted that the purpose of interviewing in qualitative evaluation 
is to fmd out what a program means to participants. Interview fonnats vary on a 
continuum from a highly structured, evaluator-directed question and response guide to an 
infonnal conversation whose focus and direction is guided by participants. 
Krueger (1988) argues that focus group interviews can provide vital infonnation 
on the impact of programs. Morgan (1988) explored the advantages and disadvantages of 
focus group interviews. Several advantages that are they provide the opportunity to 
collect data from group interactions, require less time than multiple individual interviews, 
are easier to conduct, and provide for group opinion fonnation. A few disadvantages to 
focus groups are that it may be impossible to discern individual's perspectives, other 
participants may influence responses, group dynamics may effect data collected, and 
fewer questions maybe asked due to group size. 
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Overall, interviewing as many participants as possible in different contexts and 
across times throughout the program will provide a greater understanding ofgrowing 
perspecti ves. 
Assessment Methods/Choices in Assessment 
Today, service-learning practitioners are longing for more operational definitions 
ofwhat students can do, what skills they possess, and what problems they can solve. 
Definite emphasis is placed on higher-order thinking skills. This philosophy of 
performance assessment was developed in partial response to dissatisfaction expressed 
from current self-reporting surveys and traditional tests. Performance assessment is not a 
new concept. Some classic performance assessments include writing skills, typing, 
computer applications, science laboratory skills, and many more. All educators appear to 
want more hands-on assessments where actual student behaviors as well as products can 
be examined. 
According to Payne's book, Evaluating Service-Learning Activities and Programs 
(2000), the following are among the most important general characteristics of modem 
performance assessment: 
1. 	 Value beyond the assessment itself- the assessment task should be 
meaningful in and of itself and not derive value just from being a Utest". 
2. 	 Student-created response - having a record ofan actual student behavior 
observed and evaluated or an evaluated product brings criterion and 
assessment closer together. 
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3. 	 Realistic focus - this characteristic relates to the contemporary need to 
show students that they are involved in "meaningful" (real-world) learning 
that will have an ultimate tangible payoff. 
4. 	 Application of knowledge - the need to measure problem-solving and 
critical thinking skills. 
5. 	 Multiple data sources - a variety ofapproaches will enhance validity and 
reliability and allow greater adaptability to individual student differences. 
6. 	 Objective-based and criterion-references - having objectives to guide 
development and interpretation contributes to the relevance of the 
assessment and its validity. 
7. 	 Reliability - consistency is a prerequisite in any assessment from 
administration to performance and scoring. 
8. 	 Multiple approaches - the student, with advanced notice, should have 
some latitude in determining how the assessment will be documented. 
9. 	 Multidimensional in structure - addresses the comprehensive integration 
and combination of skills and knowledge. (p. 74) 
In relation to Payne's characteristics, Stiggins (1987) offers another set of 
performance assessment characteristics: 
1. 	 Purpose - assessability to translate knowledge and understanding into 
action. 
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2. 	 Typical exercise - written prompt or natural event framing the kind of 
performance required. 
3. 	 Student's response - plan, construct, and deliver original response. 
4. 	 Scoring - check attributes present and describe performance via story. 
5. 	 Keys to success - carefully prepared performance exercises, clear 
performance expectations, time to rate performance. 
6. 	 Influence on learning - emphasizes use of available skill and knowledge 
in relevant problem contexts. (p.35) 
Each of these sets of characteristics shows the difference between performance 
assessment and traditional educational measurements. Performance assessment's 
advantage is that it can be both a teaching and testing method. Most service-learning 
practitioners are interested in the products of learning but are also concerned with how 
the student arrives at his or her product. Often the development of techniques or skills can 
be considered an end in itself or so intimately tied to the product as to be inseparable. The 
key to developing a performance assessment is motivation. Developmental situations in 
which an individual can exhibit real-life behaviors generally increases the relevance and 
accuracy 0 f an assessment. 
One crucial step in developing performance assessment is identifying the criterion 
or task analysis. Major aspects of task analysis include establishing criteria and standards, 
selecting elements for observation in relationship to their emphasis in the curriculum, and 
providing feedback to relevant stakeholders. Herman, Aschbacker and Winter (1992) 
suggested six criteria to be used for evaluating assessment tasks: matching specific 
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instructional intentions; representing content and skills expected to be attained by 
students; enabling students to demonstrate their proficiencies and capabilities; allowing 
assessment ofmultiple goals; reflecting an authentic, real-world context and allowing an 
interdjsciplinary approach. All the criteria are important, but perhaps the greatest strength 
ofperfonnance assessment rests with the last two. Integrating a variety of skills is 
obviously more desirable than focusing on a single lower-level outcome. Credibility, 
which in turn influences student motivation, also will be enhanced if the task has at least 
"face validity" for real-world challenges. 
As with most real-world tasks, perfonnance tasks do not have a single correct 
answer. In general, there are a variety of ways to successfully complete them. 
Consequently, students' perfonnance of tasks cannot be "machine scored," but must be 
judged by one or more persons guided by well-defined criteria. The vehicle used to guide 
hwnan judgment is a rubric. Rubrics provide the following: guidance for the educator and 
student throughout the evaluation of the perfonnance; define excellence and user specific 
infonnation to be judged; meaningful opportunity for learner self-assessment; and peer 
and educator assessment that avoids ambiguity or educational jargon (McBHes, 1998). 
Rubrics can also describe levels ofperfonnance and provide important feedback to 
teachers, parents and other stakeholders. Rubrics promote learning by offering clear 
perfonnance targets to students for agreed-upon standards (l'vfarzano, Pickering, & 
McTighe, 1993). Rubrics are usually presented to students along with the perfonnance 
tasks. Developing rubrics can be quite time-consuming, but they can offer students the 
best in perfonnance assessment. 
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Developing a performance assessment is similar to developing any measurement, 
and includes the following steps: analyzing the desired performance; identifying crucial 
and representative elements for observation; selecting an appropriate motivation task; 
specifying the sequence of tasks that incorporate these crucial elements; preparing 
directions for students; developing methods for recording results and analyzing 
reliability and validity. In short, performance assessment can be complex in design. yet 
provides an invaluable source of feedback that ultimately increases student learning. 
Performance Assessment Techniques 
There are many different types of assessment techniques. One particularly useful 
perfonnance assessment technique involves collecting and evaluating student work in a 
portfolio, not unlike that ofa photographer or architect. Portfolios are usually files or 
folders that contain collections ofa student's work. They furnish a broad portrait of 
individual performance. For example, artists and writers carry their completed, polished 
works in a portfolio to show capability to prospective clients. Academic portfolios have 
received a great deal of attention in the past decade, particularly in the area ofwriting 
assessment. 
In performance-based assessment, portfolios include "physical evidencen of 
students' ability to meet content and lifelong learning standards. It is quite common for 
standards to be transformed into categories for portfolio assessment; that is, a student 
provides physical evidence for achievement by grouping the standards into one category. 
For example, in a portfolio, a student may write an essay expressing her feelings as an 
illustration ofher effective communication skills, but she may include a detailed 
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description ofher service·leaming project demonstrating her competency in collaboration 
and critical thinking skills (Marzano, Pickering~ & McTighe 1993). 
Arter and Spandel (1992) defined a student portfolio as a "purposeful collection 
of student work that tells the story of the student's efforts, progress, or achievement in 
given areas. This collection must include student participation in selection ofportfolio 
content; the guidelines for selection; the criteria for judging merit; and evidence of 
student self-reflection" (p.37). The systematic use ofportfolios is a natural outgrowth of 
educators' desire to cast a more human perspective on how we evaluate and to diversity 
the methods so that we get a better match with instruction. Some advantages ofportfolios 
are: 
1. 	 Students are responsible for collecting materials of learning, making it 
more natural. 
2. 	 It provides a vehicle for the student to exhibit achievements that are 
relevant to him or her, the instructor, and other stakeholders. 
3. 	 It provides an opportunity to track progress and growth over a semester, a 
year and to demonstrate a fmal1evel ofperformance. 
4. 	 It puts students at the center of the instructional process. 
5. 	 It enhances student self-evaluation skills. 
6. 	 It assesses proficiency. 
7. 	 It provides an on-going picture ofperformance. 
8. 	 It represents tasks that are realistic to everyday academic and real-world 
expectations. 
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9. 	 It provides student with an ownership opportunity for their learning with 
evidence of accomplishments. 
Make no mistake about it~ portfolio assessments are messy to use~ costly in time 
and effort~ and potentially suffer from a serious problem ofreliability of scoring~ but to 
many educators, the benefits significantly outweigh the challenges. 
Some other types of performance assessment techniques (which can also be 
included in a portfolio) include art projects, essays, journal entries, posters~ short stories, 
interviews, pre/post videos, letters, analytical papers, poetry, self-assessments, 
evaluations, and test results. Projects are comprehensive demonstrations of skills or 
knowledge and require a broad range of competencies. They are often interdisciplinary in 
focus and require student initiative and creativity. In most cases, students will have to do 
a presentation in class or before other audiences. They can also take the form of 
competitions between individual students or groups. 
Group projects enable a number of students to work together on a complex 
problem that requires planning, research, collaboration and final group presentations. 
Group projects are particularly attractive to service-learning practitioners because it 
facilitates cooperation and reinforces a valued outcome. Projects can also provide 
valuable information about outcomes including knowledge ofcontent areas and beyond 
class material, application planning, research skills, demonstration of evidence, 
organization, time-management, process analysis, cumulative information, investigation, 
comprehension, and planning. For example, a student in service-learning could produce a 
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product or plan at the end of the semester and present it to the community partner's 
stakeholders. 
Interviews or oral presentations allow students to verbalize their knowledge. An 
obvious example oforal assessment occurs in a foreign language courses. Oral 
presentations can provide valuable information in the form of speaking and listening 
skills, debating, complex reasoning, decision-making skills, interpretation, and acquiring 
new languages and mannerisms. As audio and video become increasingly available to 
record performances, the use oforal presentations for assessment are likely to increase. 
For example, a student enrolled in a service-learning Spanish course could help a migrant 
worker Jearn how to read and write English. The student then could do a pre and post 
video to document their progress throughout the semester. 
Essays have long been used to assess a student's understanding of a subject 
through a written description, analysis, explanation, or summary. Essays can demonstrate 
systematic organization, comprehension, research skills, vocabulary and expression 
ability. Answering essay questions effectively requires critical thinking, analysis and 
synthesis. For instance, a service-learning student may write a pre/post analytical essay 
about the effects ofhomeless ness and a certain population ofpeople at their service site. 
There are many sources of information about service-learning success. No one 
source or measurement is necessarily better than another. Each measurement can provide 
useful and varied information about service-learning success. Interpretation of the 
findings is valid only when linked to the circumstances under which the service-learning 
performance is assessed. The most accurate profile of student achievement is based on 
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the findings gathered from assessing service-learning performance in a variety of 
contexts. 
In summary, the major advantage of using performance assessments is the 
involvement and investment of the student in a process that directly relates to instruction. 
The disadvantage is the time and effort needed to create rubrics and applying them 
systematically. 
CHAPTER 3 

METHODOLOGY 

Students need the chance to directly connect books and experience, ideas and 
introspection, to continuing activity in the community. 
Robert Coles (1993) 
Introduction 
After reviewing the literature, it is clear that there is a need for better assessment 
tools to measure the impact of service-learning on students. The literature review also 
indicated that while there were some tools available, most were not well developed and 
many came in the form of surveys. These current tools do not properly reflect the type of 
educational outcomes that service-learning practitioners are now discussing and working 
with. This study addressed this problem by developing the Service-Learning Assessment 
Toolkit (SLAT), which consists of three sets of rubrics, skills check-list, abilities 
enhanced by service-learning sheet, student focus group questionnaire, instructor focus 
group questionnaire, and a student personal improvement plan. 
Purpose of the Study 
The study sought to go beyond the limited scope ofprevious studies by 
researching assessment and evaluation tools in a methodological, comprehensive way. 
The primary purpose of this research was to study previously un-addressed issues 
regarding the educational development of students in service-leaming programs. 
Specifically, could performance-based rubrics be used as an effective, qualitative 
measure of service-learning outcomes? Several different kinds of tools were examined to 
address this question. 
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In particular, this study used sets ofperfonnance-based assessment rubrics to 
measure students' development across the six target constructs identified in Chapter One: 
Academic Growth - student's high order thinking and self-knowledge ofown 
learning expectations. Motivation toward a future of lifelong learning. 
Career Exploration - student's learning and personal development of career 
opportunities. Makes decisions that are discipline related and concentrates 
energies on deepening their understandings. Fully integrates service into 
career choices. 
Ethical Growth - students' exploration of surrounding communities and becomes 
advocates ofethical behavior and justice. Gains new insight about others' 
moral challenges, injustices and misconceptions. 
Social Growth - students' perceptions toward social justice, racism, class ism, and 
economic status. Ability to sense a shared purpose of social impact with 
racially and culturally diverse populations. 
Personal Growth - students' choices that demonstrates the integration of 
infonnation they gain about themselves through self-discovery. Identify 
connections with other students who share same personal values, sense of 
satisfaction and accomplishment. 
Civic Participation - students' commitment to become involved in activities 
outside their normal community. 
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Research Questions 
The study addressed the following questions: 
1. 	 How do performance-based evaluation techniques influence service-Ieaming 
development and growth? 
2. 	 How can each of the following evaluation tools be effectively used or adapted to 
assess benefits of service-learning: 
a. 	 Instru.ctor Rubric 
h. 	 Student-Friendly Rubric 
c. 	 Scoring Rubric 
d. 	 Service-Learning Improvement Plan 
3. 	 What evaluation scheme provides the most compelling profile of student 
achievement as a result of service-learning programs? 
These three questions guided the research design and data analysis. 
The first question was designed to determine the use ofperformance-based 
rubrics in measuring the improvement for the six service-learning educational target 
outcomes. For example, could the use of rubrics and other evaluation techniques have 
some bearing on service-learning development? This question supports earlier research 
findings about evaluation and assessment techniques. There is some research evidence 
that suggests that techniques, in general, have positive educational outcomes for students. 
These findings, however, have not been decisive. 
The second question was designed to determine effective strategies for 
implementation ofevaluation tools when assessing service-learning. To maximize their 
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benefit, the tools need to be integrated throughout the course, with full understanding by 
both the instructor and the student. Implementation ofthe tools is very important to this 
research. Each tool was investigated to determine if it enhanced the service-learning 
experience. This question also helps determine which tool is the most appropriate for the 
purpose of the six educational target outcomes. 
The third question was designed to evaluate the best performance-based 
assessment technique for student achievement information in service-learning programs. 
For example, is the use of"Student-Friendly" or "Instructor" rubrics considered better to 
measure student achievement? This question also contemplates student achievement 
using the different assessment options available from the SLAT. 
Embedded within each of these questions are many other questions. For example, 
which SLAT provides the best student achievement information and are most influential 
to the student? Are the SLATs effective instructional tools for practitioners? What 
extensive training needs to be performed before the SLATs can be utilized? Will the 
students understand the SLATs? Were the elements and criteria applicable to all service­
learning programs? While these and other questions are interesting and have implications 
for potential research, they are not the focus of this study. However, it is hoped that the 
findings ofthis study will help provide direction for future investigation of these and 
other questions. 
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Research Design - An Ethnographic Look 
Among scientists who debate the benefits and pitfalls of qualitative versus 
quantitative research, ethnographic research is gaining ground; at the very least, it is 
becoming more fully understood. It is also gaining favor among researchers for the 
growing reliability and validity of its results and its appropriateness for many types of 
studies. This study is one such study. Given the goals and requirements of the study, it 
was served best by an exploratory ethnography on two fronts. First, previous service­
learning research suggests that ethnographies can sufficiently provide detailed insights 
into students' learning growth outcomes. Similarly, many service-learning researchers 
agree that because of their open and flexible methods, qualitative studies are essential for 
exploring effects of service-learning on students' academic performance. Second, the use 
ofperformance-based rubrics as an assessment tool has not been researched prior to this 
study. 
This following, therefore, provides an overview ofethnographic research and how 
it applies to service-learning research. It then details how an exploratory ethnographic 
design was developed and applied to address this study's research questions. 
Ethnography in Service-Learning Research 
While several critics have called for more quantitative research on the effects of 
service-learning on participants, most agree that qualitative methods provide the richest 
and most comprehensive accounts of the pedagogical effects of service-learning. 
Especially in these early stages of understanding outcomes, qualitative research allows us 
to explore these outcomes in a broader context. 
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Conrad and Hedin (1990). for example. stressed that "quasi-experimental 
designs" provide a needed broader context. Similarly, Quannby (1982) underscores the 
need for employing participant-observers. while others argue that qualitative methods are 
most useful for service learning assessment. Many notable studies on service-learning 
employ this methodological design. such as Smith's study (1993). Critics likewise stress 
the need for such designs when assessing the academic programs of students in service­
learning, (i.e., Chickering and Eyler). With its open-ended questions, variety ofmeans, 
and constant reinterpretation ofdata, ethnography allows researchers to more fully 
explore the entire learning environment inherent in service-learning. 
While the service-learning field lacks definitive qualitative findings, quantitative 
analyses, in and of themselves, may not be able to capture the total essence ofa service 
experience (Gray. 1996). According to Shwner (1994) and Hicks and Hirsch (1991). 
there is a limit to the depth of information one can gather about students simply through 
quantitative research. Hicks and Hirsch explain. "Personal interviews andlor focus 
groups with students could provide a credible base of qualitative information to back up 
and flesh out the data and substantiate the informal anecdotal evidence that currently 
exists" (p.l 0). 
Study Design 
Given the complex and idiosyncratic nature ofservice-learning programs. the 
researcher sought to collect a wide range ofdata from a variety ofdata sources by using 
qualitative methods and case study approaches. 
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As an exploratory ethnography, this study had the potential ofshedding new light 
on the possible ways to assess educational development of students in service-learning 
programs. It was hoped by the researcher that this study would help instructors establish 
service.leaming outcomes and use an effective set of tools to measure learning growth. 
The tools designed by the researcher include outcomes and goals that are specifically 
relevant to service-learning programs. The outcomes have real-life implications that 
empower students to analyze, evaluate and synthesize practical problem-solving 
situations. 
In order to optimize validity, the researcher used a naturalistic inquiry with 
observation and interviews. The researcher was a non-participant observer in a natural 
setting. The researcher used individual case studies, field notes and a field diary. The 
researcher utilized various aspects ofqualitative research such as: observations, 
portfolios, reflection journals, pre/post videos, audio-taping, focus group interviews, 
student personal interviews and instructor interviews. All interviews were conducted in a 
structured or semi-structuxed, casual and retrospective style. Most of the interview 
questions were designed before the interview but in some cases, the researcher used 
informal interviews. These session were designed where students could have casual 
conversations by asking participates to recall and then reconstruct or reflection on 
experiences. The researcher analyzed the data by synthesizing the information obtained 
from the observations, interviews, portfolios, reflection logs, videos, email prompts, and 
presentations. The researcher coded each interview and session for common themes. The 
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researcher used a second instructor in order to confirm and support the research 
questions. 
As service-learning programs become more prevalent in institutions, it is hoped 
that the findings of this study will assist educators in making better judgments about the 
educational roles that service-learning programs play in higher education. As seen in 
Appendix A, there are many common standards defined by service programs that 
instructors employ in a variety of teaching strategies. 
Methodological Challenges 
The complex nature of students' educational development poses serious 
challenges to researchers who seek to find casual linkages between what happens to 
students during school and actual changes in their overall behavior. Without a highly 
controlled experimental study design, definitive causal linkages are virtually impossible 
to affirm. 
One major obstacle during the study was the difficulty of adequately controlling 
for competing and puzzling influences on students. Throughout their day, students were 
exposed to multiple settings such as work, family, and friends simultaneously with their 
involvement in the service-learning programs. Complicating matters further were issues 
such as the number and nature of students involved, the program start and end dates, the 
times of the day during which students were involved and the types of service-learning 
activities in which students engaged. This variety resulted in a number of unanticipated 
variables that required consideration in the data analysis. 
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Unfortunately, the most effective means of controlling for these variables, an 
experimental design with random assignment ofparticipants into control and 
experimental groups, was not feasible. As a result, the approach used for this study was a 
quasi-experimental, non-equivalent control group design that compared student learning 
growths at the start and the end of the program. This approach allowed the researcher to 
monitor the educational development of five students as they progressed through their 
respective service-learning experiences. The researcher acted as an observer-as­
participant by identifying herself straight off as the researcher and making no pretense of 
being a member of the group of individuals she is observing. 
Focus Groups and Pilot Study 
During the initial phase of this study, the researcher reviewed several service­
learning studies (Furco, 1997; Eyler & Giles, 1999 and Jacoby, 1996) for common 
educational themes. After reviewing the literature, the researcher designed a four-page 
student focus group questionnaire (see Appendix B). The questionnaire consisted of a 
series ofquestions from each of the six common educational targets for service-learning 
programs: Academic Growth; Career Exploration, Civic Participation, Ethical Growth, 
Personal Growth and Social Growth. 
The researcher then met with four Arizona State University service-learning 
students and two outside observers to discuss the development of the Service-Learning 
Rubrics (SLR). The students were identified as Focus Group 1. The researcher recruited 
these four students because they committed to a yearlong service-learning program with 
the researcher. These students were experienced, had "expertise" in reflection, and had 
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frrst-hand knowledge of service-learning skills. The meeting was audio-recorded and an 
outside consultant transcribed a written transcript. 
The researcher explained the six common service-learning educational targets to 
each of the participants but not in great detail, so as to not influence participants' 
opinions. The researcher started the session by asking each participant to explain why he 
or she participated in service-learning. The student's stated that they participated because 
they felt the need to give back to their community and to explore career possibilities. The 
researcher then asked questions from the established focus group questionnaire. Each 
participant discussed their learning growth in detail, described their experiences, and 
specified the element areas in which they felt most of their learning occurred. The two 
outside observers took very detailed notes and translated the students' ideas into 
educational phrases for the researcher. The researcher maintained a "silent contributor" 
observation and occasionally asked students to delve further into their explanations. The 
researcher also did not want to appear to "bias" any ofthe focus group members answers. 
Some participants also strongly felt they needed a choice of assessment options. 
Many of the participants agreed that there should have been other assessment options 
instead ofjust the reflection journal. Two participants commented that they "felt by 
getting an 'option' they would have had a choice in how they were going to be assessed 
and probably would have given their "all" to the project." The participants suggested the 
use of videos and dialogue journals for future use and that students should get an option 
on how to be assessed. All three also talked about the need for continuous feedback 
throughout the whole service-learning experience. 
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Afterwards, the researcher compared Focus Group l's transcription notes to other 
research literature. The researcher noticed several similarities. The researcher proceeded 
to develop a set of ""element areas" and established criteria for each educational learning 
target. Next, performance-based rubrics were developed for each educational learning 
target. 
Subsequently, the researcher met with an assessment expert (McBiles, 2000) 
several times to discuss the rubrics. The expert helped designed the set-up of the rubrics 
and gave ideas for additional assessment options. The expert also suggested that the 
researcher should probably pilot the rubrics during the following semester. In addition, 
the expert suggested that "original rubrics should be used as an instructional tool for 
program coordinators and practitioners" (personal communication, October 2000). The 
rubrics were then entitled "Academic Growth Rubric, Career Exploration Rubric, Civic 
Participation Rubric, Ethical Growth Rubric, Personal Growth Rubric, and Social Growth 
Rubric." (see Appendix C). 
The following semester, the researcher piloted the rubrics as suggested in a math 
(MAT 1S6 - Theory of Elementary Mathematics) course, over a IS-week semester at 
Paradise Valley Community College. The primary aim was to field test the rubrics for use 
in the service-learning component of the course. The secondary purpose was to receive 
feedback from participants and practitioner about the practical use of the rubrics. There is 
no research literature about the use ofperformance-based rubrics in service-learning, 
hence the pilot test was necessary to inform the researcher about the direction of 
dissertation inquiry. 
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Prior to the pilot study. the researcher met with the instructor to discuss the 
rubrics and do a little basic training. The instructor considered using all six rubrics but 
decided that each student should only use three rubrics. The instructor agreed to pick two 
(academic and career) rubrics and let the student have a choice of the third rubric. The 
researcher also arranged to train each student on the use ofthe rubrics. 
The researcher proceeded to ask for volunteers in the first week of the math 
course. Six female students. ages ranging from 18-27. agreed to participate in the pilot 
study. Each student was required to complete a minimum of 15 hours of service-learning 
and provide the instructor with a portfolio and a written reflection journal as evidence of 
service-learning activities. The students arranged to meet with the researcher at least six 
times over the course of the semester and granted the researcher permission to email them 
with questions and reflection prompts. The students and instructor also agreed to let the 
researcher receive final copies ofall reflection activities. 
Throughout the semester. students emailed the researcher with questions and 
reflection responses. The group met two times prior to the mid-term and three times after 
to discuss each rubric and the elements necessary to demonstrate growth. Four students 
could not understand the "instructor" rubrics. They stated: 
"Do I need to pick an extra assessment option PLUS the portfolio and journal?" 
"They are confusing and use big words." 
"It is complicated to understand." 
4<I have never used rubrics before and it was hard for me to get a grasp on 
how I was supposed to use it." 
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•• I could understand some areas because I didn't need a thesaurus to read it." 
.. In some areas it was evident on what you wanted, like the communication skills 
and bridges ofwork." (Amy, Heather), personal communication, (November, 
2000) 
These same four students rarely showed enthusiasm in the pilot study and subsequently 
did not show up for some future appointments. Several admitted they were overwhelmed 
by rubric requirements and felt they had no time for extra work. 
Only two students actually showed interest in trying to understand each rubric and 
element. 
"At first, they were confusing but now I get them." 
•• I used them as a guide for my service-learning experience." 
"1 could really see what you wanted." 
"The elements helped me understand service-learning but 1 come up with some 
more you could use." (Jamie, Susan). personal communication, (November 2000) 
These two students wrote comments on each area and showed examples of how the 
researcher could improve the wording of the rubrics. 
At each ofthese meetings, the researcher asked participants if they had questions 
about the rubrics and also how they felt about the reflection exercises. Originally. all six 
students had questions about the required areas of the portfolio and what constituted 
proper evidence. 
"Do 1 need to have an area for each rubric?" 
"Some of rubrics tend to overlap, do we need to separate them?" 
"What kind of evidence are you requiring?" 
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"What is an artifact? Can you give me an example?" 

"How much or how many pages does the instructor want for the reflection 

journal?" (Amy, Heather), personal communication, (November 2000) 

Most participants said the reflection exercises made them really think about "the 
people in the community you see but don't see" (Jamie), personal communication. 
(November 2000). They said the rubrics made them think more "critically" when 
processing their experiences. 
Each participant submitted an end of the year portfolio and reflection journal to 
the instructor. The instructor in turn, photocopied the portfolios and written reflection 
activities for the researcher. Five of the six participants met at a fmal meeting with the 
researcher and discussed their service-learning requirement. Three of the five said they 
felt the requirement made them think about their future careers but expressed concerns 
with the rubrics. 
"I still think they are hard to figure out." 
"You need to make less stringent standards" (Amy, Heather), personal 
communication, (November 2000) 
Not surprisingly, the two participants who understood the rubrics felt that this was one of 
the best experiences of their lives. 
''The rubrics really showed me the way through my experience. Like I wish we 
used these in our "regular" part of class." 
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"I agree with her, when I wrote in my journal I used the rubric to come up with 
ideas to write about. It showed me the way.. I mean yOUT prompts helped but for 
example, I would look to make sure I was communicating my skills at the site." 
(Jainie), personal communication, (November 2000) 
The researcher never had time to meet with the instructor to go over each 
participant's evidence or to discuss his reactions to the rubrics. Although, periodically 
during the semester, the instructor did comment that he was impressed with the results 
from the portfolios and written reflections that were submitted. 
Findings from the pilot study were used to guide further dissertation inquiry. 
Student's conceptualizations of the rubrics uncovered during the pilot study resulted in 
the construction ofseveral new rubrics and instructional tools as well as revision of the 
instructor rubrics. In addition, pilot study results alerted the researcher to misconceptions 
or limitations in student and instructors thinking previously unforeseen. 
The researcher next discussed the rubrics with a K-I2 educator at a boy's, 
college-prep, private Catholic school in Phoenix, Arizona. The IS-year veteran educator 
was experienced in both the use of rubrics and the service-learning processes. She 
distributed the rubrics to her service-learning students during the last two weeks ofthe 
academic year. Each of her students made several written comments but overall, had 
minimal changes to offer. They did comment that the rubrics were a bit "wordy" and 
could be more ')}ser-mendly." The educator conveyed her comments on the rubrics and 
offered some additional elements for consideration. 
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Consequently, the researcher met again with the rubric expert (McBiles, 20Ot) 
after receiving the comments from the pilot study and college prep students. The 
researcher and the expert discussed the dilemma ofstudents not understanding the 
rubrics. The expert suggested the development of ··Student-Friendly" rubrics. The 
researcher agreed that in order for the rubrics to be effective, students needed to 
understand them. The expert recommended students should attempt to interpret each of 
the six educational learning targets or growths. The researcher also believed that if the 
students helped design the new rubrics they would feel some sense ofownership. 
The researcher and the expert also spoke about the option for the instructor to 
only use three rubrics for grading. The researcher decided that the instructor should have 
a choice in what rubrics they want to utilize. Both the researcher and the expert agreed, 
that in most cases, the Academic Rubric should be used because it directly supports the 
course learning. Both also thought that most instructors could use the Career Exploration 
Rubric because as a general rule, one reason why many students enroll in classes is to 
develop career related skills. 
After the meeting, the researcher felt she needed another focus group. She asked 
for volunteers for "Focus Group 2" at Mesa Community College's Service-Learning 
Center. There were four students who volunteered to participate in the group. The 
researcher explained each element area ofthe rubrics and the need for ··Student-FriendlY· 
rubrics. Each student gave opinions on all six rubrics and produced a very detailed and 
explicit description of their experiences. The focus group then discussed the main 
elements of the rubrics. They all agreed the rubrics were useful and would give them 
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valuable guidance for their reflections. Some commented that their instructor never gave 
them any "direction" for their journals. They mentioned the rubric should be used but the 
instructor rubric was "over their heads." Before the four-hour meeting ended, the 
researcher gave each participant a copy of the rubrics and asked them to explain their 
understanding ofeach element on each rubric. 
The researcher met again with Focus Group 2 one week later. Participants 
transcribed their analysis of each element. The focus group members were asked by the 
researcher to put their version into "layman's terms" so that other students could 
understand the instructor's rubric. Members put each category's criteria into one-line 
interpretations and suggested a "checklist approach" be used as a method to periodically 
confirm learning growth. As a result, the researcher developed the "Student-Friendly" 
rubrics for each learning growth area. (See Appendix D). 
The researcher also took many of the suggestions from both Focus Group 
participants and developed a Service-Learning Skills Check-List Form (see Appendix E). 
This list contains over twenty skills which students felt they achieved while doing their 
service-learning experience. The researcher believes that instructors would benefit from 
this list by using it as another instructional tool for expressing anticipated learning 
growths. The researcher also developed a form entitled UAbilities Enhanced by Service­
Learning" (see Appendix F). This form encompasses common expectations and natural 
skills received from the six service· learning growth targets. 
In order for service-learning to be effective in student learning, the researcher 
needed to develop a feedback mechanism for educators to use when evaluating student 
80 
performances. These tools are entitled "Scoring Rubrics" (see Appendix G) and would be 
used by instructors in order to provide Pre, Mid, End of semester evaluations. The 
rationale for these rubrics was to be in alignment with the current higher education 
reform movement of continuous, reciprocal feedback between the student and instructor. 
These rubrics also contain areas for the student to do a self-evaluation, get a peer or 
community partner evaluation, and ultimately, an instructor evaluation. 
In addition, the researcher designed a "Service-Learning Personal Improvement 
Plan" (SLPI), (see Appendix H), which ideally would be used in conjunction with the 
"Scoring Rubrics" when doing evaluations. The form has two sides. The front side 
contains several areas for the student to express the strengths and weaknesses of their 
experience and also state evidence to support these areas. The remaining area on the front 
is for the students to convey a plan for improvement in their weak areas. The back 
contains four areas: Action Steps, Timeline, MonitoringlEvaluating and lastly, Reflection 
Insights on the process. Again, this is another tool to help instructors collect evidence of 
their students' learning growth. This tool could also provide valuable reciprocal feedback 
about the service partners and sites. 
Besides designing the "SLPf' the researcher also developed another form entitled 
"Types ofService-Learning Assessment Options" (Appendix D. The researcher found 
that while discussing different assessment options with instructors, the instructors wanted 
to know what information each of the assessment options provided. For example, what 
skills or information could be gathered from a reflection log. Most of the instructors 
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were also curious about the connection between the assessment option and the assessment 
strategy. 
Recruitment and Sample Population 
Drawing conclusions about a population after studying a sample is never totally 
satisfactory, since researchers can never be sure that their sample is perfectly 
representative of the population. In fact, because so many service-learning programs are 
idiosyncratic, any generalizations concluded from this study may not represent the overall 
population ofservice-learning programs. It is the researchers opinion, however, that the 
study participants were "typical" of service-learning students in general. Recruitment for 
this study was done at different times throughout the study. The researcher had to recruit 
volunteers to participate in both Focus Groups and the Pilot Study. For the actual study, 
the researcher visited the Service-Learning Center at Mesa Community College (MCC). 
At MeC, the Director of Service-Learning suggested that the researcher contact several 
faculty who had service-learning components in their courses. The researcher set-up an 
initial group meeting with four faculty members (English, Education, Political Science 
and Biology) to discuss the possibility ofparticipating in the study. At the two-hour 
meeting, the researcher explained the process for the study as well as, expectations, goals 
and objectives of the study, and training on the rubrics. The researcher also clarified the 
requirements for participation in the study. These requirements included communication 
with students regarding the rubrics, collection of evidence or materials, release time for 
the researcher to interview students, disclosure of student's phone and email address, 
evaluations, final grading, and periodic meetings with the researcher to discuss findings. 
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Only one instructor agreed to participate in the study. The instructor taught a 
First-Year Composition (ENG 101) course that had several students also enrolled in an 
Introduction to Education (EDU 250) course. The English instructor also had received a 
grant from the American Association ofCommunity Colleges (AACC) to write a journal 
article about civic engagement in service-learning. The instructor hoped that by 
participating in this study, it would provide infonnation necessary for her to write her 
article. The researcher trained the instructor on proper usage of the rubrics and specific 
timelines. The instructor arranged to use four of the six rubrics. In particular, she chose 
one rubric for all of the students to use: Civic Participation. The students would then be 
allowed to choose two of the remaining three (Career Exploration~ Social Growth, or 
Personal Growth). The instructor also agreed to be the researcher is second resource for 
data collection and confirmation of support. 
The researcher went to the instructor~s second day ofclass to ask for volunteers in 
the study. More than twelve students signed up to participate. There were eight female 
and four male volunteers with ages ranging from 18 to 32. Three of four males were 18 
and one was 26. Six ofthe eight females were 18 and the other two were 23 and 24 years 
old. Ten of the twelve participants were education majors (9 females~ 1 male) and the 
three remaining males were undecided. One participant was married (male) and all the 
rest were single, although several did admit they were involved serious relationships. 
Every participant had ajob, working an average of20-30 hours a week. All participants 
were carrying full-time course loads (at least 12-15 credits) and were considered to be of 
freshman or sophomore standing. Each participant approved the release ofms or her 
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email address and phone number to the researcher. Conveniently, all participants planned 
to work at the same community partner site Community Asset and Resource Enterprise 
Partnership, Inc. (CARE), which provided after-school tutoring, mentoring. role 
modeling and basic recreational programs for at-risk children. The participants and the 
instructor were given verbal step-by-step instructions for each evaluation tool (see 
Appendix 1). 
To ensure full cooperation from all constituents, formal approval was obtained 
from the community site personnel, community college administrators, institutional 
review boards and the students. In order for the researcher to approach students outside 
the classroom setting, certain guidelines were established. These protocol guidelines 
included pre-approval of site visits and pre-approval ofinterview questions. This allowed 
the instructor and site partners to have veto power over each meeting for the study. These 
strict guidelines also defined when, with whom, and where the researcher could collect 
data. 
While these guidelines were an understandable attempt to protect the students, 
instructor, and community partners from any intrusions or disruptions the study might 
cause, these guidelines, did limit the researcher's ability to follow-up in some 
circumstances. For example, the researcher was not allowed to visit the classroom at 
potentially informative times. As the study progressed, a schedule was set-up and any 
changes needed to be approved by the instructor and community partner. 
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Instrument and Data Analysis 
The study utilized the Service-Learning Assessment Toolkit (SLAT), which 
consists of three sets of rubrics, a skills check-list, an abilities enhanced by service­
learning sheet, a student focus group questionnaire, an instructor focus group 
questionnaire, a form describing the types ofservice-learning options, and a student 
personal improvement plan, all designed by the author. The toolkit was developed 
because weren't any available sets ofperformance-based assessment tools that could 
properly assess service-learning growth outcomes and collect the relevant information on 
students' educational development. Basically, the SLAT is a compilation of a variety of 
instruments, measures, and guidelines that capture students' educational development 
through a variety of data sources. According to Chittenden (1991), it is essential that 
mUltiple strands ofevidence be gathered when assessing student development over a 
period cftime. Chittenden writes, "One legacy of conventional testing is the expectation 
that a uniform set ofprocedures, administered on a single occasion, can satisfy multiple 
and sometimes conflicting needs for information and evidence." This study sought to 
reveal how students evolve educationally throughout the course oftheir involvement in 
service activities. The periodic administration of the SLAT's instruments over an entire 
semester allowed for a fairly comprehensive assessment of students' progress. 
The SLAT includes a set of fourteen data collection instruments, measures and 
guidelines (see Appendix L): 
1. Instructor Rubrics; 
2. Student-Friendly Rubrics; 
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3. 	 Scoring Rubrics; 
4. 	 Service-Learning Personal Improvement Plan; 
5. 	 Service-Learning Skills Check-List; 
6. 	 Abilities Enhanced by Service-Learning Sheet; 
7. 	 Student Journals 
8. 	 Student focus group interviews (semi-structured); Appendix B • 
9. 	 A content analysis ofsamples of student produced work (reflection journals, 
analytical summaries, portfolios; 
10. Site visits and observations; 
11. Instructor focus groups interviews (semi-structured); Appendix K 
12. Infonnal meetings with site and school administrators; 
13. Types of Service-Learning Options 
14. Community Partner interview questions 
Several of these instruments and guidelines were designed specifically to capture 
the full range ofstudents' service experiences as they related to each of the six service­
learning educational targets. A few ofthe tools were exclusively intended to enhance the 
instructor's explanation of service-learning, for example, the Abilities Enhanced by 
Service-Learning Sheet and the Types ofService-Learning Options. Together, they 
provided a comprehensive and rich data set that allowed for a variety ofqualitative 
analysis to be conducted. Col1ectively, these data captured the essence of individual 
programs while providing a mechanism to analyze different and distinct programs 
uniformly. In addition, they allowed the researcher to more fully understand and interpret 
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the experiences of students within and across the various types of service-learning 
programs. 
The breadth of the SLAT is revealed in Table 2,which lists each data source, 
describes the collection technique employed, provides a rationale or purpose for each 
technique, and describes how the collected evidence was analyzed. As Table 2 shows, 
each tool serves a variety ofpurposes. While most of the data are used to make serious 
statements about student development in each of the six service-learning educational 
targets, some of the data are used for descriptive purposes only. Because data were 
collected from students, instructors, administrators, and community partners, strong 
support among these data sources help strengthen the power of the findings. 
Data Collection 
While students served as the primary source ofdata collection, instructors and 
community partners also served as secondary data sources. 
Data Collected From Students 
The data collection began in the Fall semester of2001 and ended Mid-Spring in 
2002. During this period, the researcher made periodic visits to community sites to 
collect data and meet individually with participants. While the researcher made efforts to 
collect the various sources ofdata from the participants, some data to be collected by the 
instructor to accommodate students schedules. Along with the rubrics and other tools, 
other complementary data was collected from students including, direct observations, 
interviews, journals, samples of student work, and portfolios. Each of these data sources 
provided the researcher with additional information about the various aspects of the 
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program and the students' individual experiences. The direct site and classroom 
observations, for example, involved three to four visits to each of the sites. The 
researcher served as a non-participant observer in the classroom settings, focusing on 
only those students participating in the study. The observations and spontaneous 
conversations are recorded using field notes in natural settings. In each case, the 
researcher sought to capture evidence ofstudent development in each of the six target 
areas. Comments from students, the nature of student interactions, comments from the 
instructor, and other references to students' progress in the various target areas were all 
noted. Because the emphasis of the research was on capturing educational outcomes and 
assessing the nature of individual students' progress, every effort was made to ensure 
students' participation was confidential. To guarantee privacy, the researcher gave each 
participant an "alias" identification name. In addition, the researcher received approval 
by the university's Institutional Review Board before conducting the study. 
Data Collected From Instructor 
In order to determine how instructors perceive the impact of service-learning the 
instructor was asked to participate in an infonnal short interview. This interview also 
clarified the way in which service-learning was incorporated in the course. The 
researcher used similar questions as in to the Instructor Focus Group Interview (see 
Appendix K). In addition, the instructor gave a brief summary of how student assessment 
affected service-learning activities. 
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Data Collected From Administrator 
The researcher was able to collect data about service-learning from the Program 
Director and Dean through informal one-on-one interviews. The Program Director served 
as a liaison between the researcher and instructor. He provided valuable infonnation 
about the overall campus perceptions ofservice-Ieaming. While much of the data 
collected from them was used for descriptive purposes, references to student perfonnance 
were noted as well. 
Data Collected From Community Partner 
Because a goal ofservice-learning programs is to meet community needs, it is 
essential to hear the community's perspective about service-learning and the students 
who participate. Representatives from C.A.R.E provided first-hand observations ofwhat 
the students learned from their perspective. The researcher had a few face-to-face and 
phone interviews with these site representatives. These interviews provided a wealth of 
infonnation about site concerns with student learning. This infonnation will be 
considered when drawing conclusions about the effect of service-learning assessment on 
students. 
Qualitative Data Analysis 
Collected data must be scored accurately in order for the researcher to draw good 
conclusions. Each rubric and tools was scored using exactly the same procedures and 
criteria. The researcher administered the instruments and collected most of the data from 
each site. In a few cases, however, the researcher was unavailable and the instructor 
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became the data collector. The instructor was trained by the researcher on how to 
administer the instruments and collect the evidence. 
The researcher designed a matrix, which provided the framework for organizing 
the information gathered from all sources. The matrix sorted the outcomes ofeach rubric 
and helped the researcher identify recurring themes among the data. The following table 
enumerated the categories for data storage: (see Appendix M). 
As the data was analyzed. quotes. observations, and other relevant information 
were stored in a "celr' corresponding to the type of assessment tool used. For example, 
data gathered from interviews ofstudents using the scoring rubrics were put in cell 1 O. 
The matrix allowed for an enormous amount ofdata to be sorted and categorized as it 
was being collected throughout the study. In addition. the organization of the data in this 
manner allowed the researcher to observe central themes. 
Criteria for Selecting Cell Data 
Each matrix cell was simply treated as a pad ofpaper on which particular pieces 
ofdata were recorded systematically. Only data that was considered significant or 
relevant to the study were placed in the appropriate cell for analysis. To be considered 
significant, the data had to meet the following criteria: 
I. The data had to make a clear and overt statement or comment or observed 
(positive, negative or neutral) about student development in one of the six target 
areas. 
2. The data had to make a clear and overt statement or comment or observation 
(positive, negative or neutral) about the SLAT or assessment tools. 
90 
3. The statement~ comment or observation had to be clearly relevant too specific 
site, classroom, instructor or study. 
Some pieces of information were excluded from the matrix because they did not 
fit into any cell. For example, ifa student gave a comment that was too generic (e.g."it 
was cool", "helpful", '~ery exciting"), it was excluded. The comment or message had to 
be overt in trying to explain what area or tool was used. Besides having to meet these 
three criteri~ no other filtering process was used in the data recording process. 
One major challenge for the researcher was deciding where to put the information 
that crossed over into multiple areas. For example, if the student noted during an 
interview that: "I could really see the how class concepts were used in at my site..and it 
made me feel better when I looked at the Personal scoring rubric, I could see I was being 
challenged to think critically" (Jamie), personal communication, (November 2000). 
The researcher had to decide to either put the information in the Scoring Rubric 
area or the instructor Academic Rubric area. The researcher realized there was crossing­
over in some criteria or elements from different rubrics. Rather than working from a 
framework of underlying assumptions, all significant patterns, regardless ofwhether they 
supported or challenged existing assumptions, were analyzed. Emerging themes and 
patterns were coded. In order to reduce the likelihood that the identified themes would 
not be subjected to researcher-bias, the themes and supporting data were presented to the 
instructor during the study. The instructor's input assisted in refining the themes and 
identifying alternative interpretations. 
CHAPTER 4 

FINDINGS 

Service-learning in the curriculum is an effective learning experience for faculty as well 
as students, and a good approach to building faculty confidence and interest in public 
seIVlce. 
Edward Zlotkowski (1999) 
Qualitative Data Analysis 
As Miles and Hubennan (1984) point out, conducting case analyses, especially 
when several techniques are used, is difficult and cumbersome. The ability to utilize the 
Service-Learning Assessment Toolkit (SLAT) across service-learning programs is 
hampered by the idiosyncratic culture of each service-learning classroom and instructor. 
By providing some order and organization to the data collected, relationships among the 
data can be analyzed, and conclusions about the series of events can be drawn. 
As stated in Chapter 3, the researcher used a naturalistic inquiry by studying real­
world situations as they unfold naturally; without control and open to whatever emerges. 
The researcher employed a triangulation method to collect and analyze the data. She 
utilized observations, the SLAT, vignettes, and interviews from both groups. She also 
used the instructor as her second verification source. According to Miles and Hubennan 
(1984), the researcher's role is to gain a ""holistic" (systematic, encompassing, integrated) 
overview of the context under study. The researcher attempted to capture data on the 
perceptions, through a process ofdeep attentiveness and of empathetic understanding. 
From reading the materials gathered, the researcher isolated certain themes and 
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expressions that were maintained in their original form throughout the study. Miles and 
Huberman also point out that in qualitative research, there is relatively little standardized 
instrumentation used and therefore the researcher is essentially the main umeasurement 
device" in the study. 
The use of vignettes formulated core issues in this study, helped the researcher 
test theory, and offered an opportunity to engage study participants actively. As Erickson 
(1986) suggests, vignettes are a "vivid portrayal of the conduct of an event of everyday 
life, in which the sights and sounds ofwhat was being said and done are described in the 
natural sequence of their occurrence in real time" (p.II). Miles and Hubennan (1984) 
view that qualitative studies take place in a real social world, and can have real 
consequences in people's lives; that there is a reasonable view of "what happened" in any 
particular situation. 
The researcher considered alternative approaches to verification through feedback 
from the students and instructor. The feedback ranged from early/intermittent to late and 
was framed in well-structured to semi-structured questions. Miles and Huberman (1984) 
consider the validity ofqualitative research be distinguished among the types of 
understanding that may emerge from a study: descriptive (what happened in specific 
situations); interpretive (what it meant to the people involved); theoretical (concepts, and 
their relationships, used to explain actions and meanings); and evaluative (judgments of 
the work or value of actions and meaning. They also believe in 44naturar' validity-the 
idea that the events and settings studied are uncontrived, unmodified by the researcher's 
presence and actions. 
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Although this study did not reveal finn causal relationships between the use of the 
SLAT perfonnance-based assessment rubrics and the six educational targets, this study 
did find that the use of the rubrics and other tools did cause improvement in general 
student performance. The educational targets' criteria tended to overlap, thus clouding 
the specific growth category. There is no doubt. however. that the SLAT rubrics did 
influence student development. 
This study also captured some effective strategies for assessing service-learning 
educational outcomes. The emerging patterns and themes discovered in this study go 
beyond what most other previous studies have attempted to investigate. The following 
data sample represents responses from five students and the instructor. Data was 
collected and analyzed based on a two-group scenario. instructor or student. 
As expected, analysis of the matrix (collection ofinfonnation) revealed a general 
difference in tone between the data of the two groups studied. Both students and the 
instructor were enthusiastic and passionate when asked questions pertaining to their 
overall service-learning experience. Their tone was less enthusiastic and more detached 
when asked more detailed questions about evaluation techniques. Each group confessed 
•that more training with the rubrics was needed. The instructor felt that a whole day 
training workshop by a service-learning expert was needed for instructors and 
practitioners. Several questions on both the instructor post interview and student post 
interview protocol questionnaires were almost identical in meaning (See Appendix N & 
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0). Below are excerpts from students and instructor responses. l The post student 
questionnaire number is listed first (e.g. #3-S would stand for question #3 on the post 
student questionnaire, the S denoting "student" questionnaire), followed by the 
corresponding post-instructor questionnaire with similar numeration scheme. 
Post-Interview Question Summary 

Questions #4-S & #10-1: What did you learn from this experience? 

Students: 

J: 1 learned that I wasn't all that shy and 1 really received valuable skills. 1 saw 
how kids today are different than when 1 grew up. 1 was always taught to respect 
my elders but kids today don't have respect for anybody. Maybe it's because they 
don't have real role models. 
M: I made the connection between the class info and what I did at my community 
place. I always thought my writing was terrible but here they didn't care about 
passive voice, etc. They actually asked be to write a brochure and office manual. 
By the end of the semester, 1 felt 1 could accomplish anything. 
L: 1 had to really use my stuff from class in real-world settings and with real 
people. It wasn't all theory, it was application. My kids at the school treated me 
like 1 was the teacher. They looked up to me. 1 felt responsible for their learning 
so 1 really cared what 1 said and how 1 said it. 
I The statements are written as they were said at the post interviews. Misspelled words and granunatically 
incorrect phrases have been kept intact so that students' and instructor's intended wording or phrasing is 
not misrepresented. All personal communications were taken on November 30, 2001. 
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H: I have always been a really bad speller, and my grammar has always been 
atrocious. As I started this new adventure, I thought that I had not yet learned 
anything, and was uncertain as to what I would write about later. Time went on, 
and I found myself correcting someone's spelling and grammar. I was pleased and 
surprised at the fact that I had increased my knowledge, without even knowing it. 
This in tum gave me more confidence to speak up, and put some input into things. ~ 
My supervisor seemed pleased with many ofmy ideas. Together we implemented 
several of these ideas into are work. On others we discussed, and we either 
scratched the idea, or improved upon it, and implemented it. 
T: To be honest, I was kinda mad at first that I had to do this. I mean, I'm older 
than the other students in class and I have done volunteering before. When I got to 
the site and nobody knew what they were doing and I felt I was wasting my time. 
So, I met with Bev and told her I needed something to do worth of substance. 
Because I took such an initiative, she made me responsible for scheduling all the 
volunteers and making sure everything was covered. At first, I was freaked out. I 
mean, I was responsible for so much but Bev told me I could ask her any 
questions or ifI needed help to ask. I learned so much from Bev. She is my role 
model. She was like an octopus, had her arms in everything but able to keep 
things together. I just never thought about all the parts that are incorporated in 
volunteering. I figured I would just show up and fit in. 
Instructor: 
96 
I found that I wanted my students to do service-learning but 1 never really thOUght 
out the whole process. Now, that I have used these tools I can now see what my 
students were missing from not integrating SL better into my course. 1 thought 
that just having them do ajournal was sufficient. Ijust figured that were learning 
and not caring about the "actual" learning experience. 
Questions #5-S & #11-1: In this experience, did you learn from anyone other than 
yourself? 
Students: 
T: This was the greatest sllIl'rise for me. I probably learned more from tutee than 
class. I had to learn to communicate with someone who's first language is not 
English. I just took for granted that everything I said was interpreted. 
M: I learned just as much from my kids than in class. I had to learn a whole new 
language with slang and "ghetto talk". I felt I was hip until they started using 
words and phrases I had no idea what they meant. 
J: I got to use my Spanish skills a lot with the parents I talked too. I found that my 
Spanish is different than theirs. Even though we are the same ethnicity, I couldn't 
figure out some of the meanings. Then I thought they must be really lost, and 
think that no one can understand them. 
L: I think I learned from everyone, especially the community members. 
H: I learned the most from the teacher. I was there to try to "get my hands dirty" 
and she made sure I did. She taught me how to make lesson plans and small 
activities for the kids. She told me it had to educational related not just fun and 
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games. I had to fmd out want they were doing in class and then relate it to my 
activity. I got to know about learning styles and the different educational levels of 
the kids in class. 
Instructor: 
I learned the most from my students who participated in this study. 1 received 
valuable feedback when I spoke to them about their experiences. When I did the 
Pre-Mid-End of the semester Scoring Rubrics and Personal Improvement Plan, 1 
found out an enormous amoW1t of infonnation. The students had to verbally 
communicate their expectations and I had to tell them mine. It was startling to 
find out what they considered strengths and weaknesses. I thought they were hard 
on themselves. It was the reciprocal learning and feedback that I was most 
impressed with. I felt I was cheating my other students in class because we were 
not having the same experience. As an instructor, we never get feedback from our 
students regarding the class. This made me do it. 
Questions #6-S & #12-1: Where you or the student preparedfor this assessment 
experience? 
Students: 
M: I thought 1 was prepared for this experience but I kindajustjurnped into the 
process and had no idea how or what I was doing. I asked other classmates about 
what they thought was expected and they had no idea. I then asked Ms. Moore. 
She said all we had to do was journal our experience. But then when I spoke with 
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Paula, I saw the rubrics and understood what 1 needed to do. It showed me what 
my goals were. 
T: I was not prepared for this experience. 1 have never used any type rubrics. 
J: No, not prepared. 
L: I was not prepared for the assessment stuff, but I feel 1 was sorta prepared for 
the service-learning thing. 1 have volunteered at a child care center throughout 
high school and thought it was the same thing. 
H: No way was I prepared. I felt like I needed a course in rubrics. I never even 
heard of rubrics before. 
Instructor: 
I thought the researcher was going to do the whole thing. 1 had no idea 1 was 
going to actually have to participate. To tell the truth, 1 was not prepared and was 
not paying attention during the training session. 1 wish 1had though. I would not 
have had to ask you so many questions. 1 do think the training should be a day 
long workshop though. The researcher did give me step-by-step instructions but I 
didn't use them. These tools are hands-on evaluation techniques and require a lot 
of time and preparation. 
Questions #7-S & #13-1: How did you feel about the performance-based rubrics? 
Students: 
T: I feel they really helped me. I had a direction. I used the scoring and instructor 
rubric mostly. The Student-Friendly one did not match my defmitions or what 1 
did at the site. 1 did like the checklist boxes. 1 used it more as a visual guide. 
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I set my class goal to this. I showed other students not in this study it and they 
wished they had it. I told them it was good but at first, I thought it was going to be 
a lot ofwork. 
M: They helped with my end project. I could look at the elements and figure out 
what I needed to do because I don't think Ms. Moore gave us any. 
J: I really only used the Scoring Rubric and the improvement plan thing. I was 
confused at the beginning when you trained us. There were so many instruments 
to use and I couldn't understand if I needed to use all three. 
L: I felt they worked but I only used the Scoring Rubric for Civic Participation. 
Ms. Moore kept emphasizing how important citizenship was so I thought I should 
only look at that one. I used the Personal one because of the leadership skills. I 
did think there were to many. 
H: They were good but too many. I wish I had one for each of my classes. I 
started to approach my other professors for more information about their tests, 
papers, etc. When I did, they would look dumbfounded. I found this funny and 
told Ms. Moore about it. 
Instructor: 
I loved them! It made me reflect on what my course goals and outcomes for 
service-learning are. I never really integrated any sort of service-learning 
assessment into the curriculum guidelines. I probably would have changed some 
of the elements though to correlate with district and division requirements. I think 
I will use them for all my classes in the future; many of the elements don't 
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necessarily have to do with service-learning. I could use them as a template for 
the future. They made me more accountable for my actions and attitudes for 
service-learning. It was easier to measure service-learning development in my 
students. I could actually see the learning growth happening. The students who 
participated really liked them. I felt I cheated the rest ofmy students because they 
did not use these. The comparison between the study projects and the rest of the 
students' summary papers was startling. 
Questions #8-S & #14-1: Have you ever used rubrics before? 
Students: 
T: No, never. 

M:No 

J: 1 have used them in one of my other classes. These were a lot easier to read. 
The other ones I used just described what I needed to have in my paper, like 
proper spelling, punctuation and things. 
L:No 
H:No 
Instructor: 
1 have actually used rubrics before but never in this context. My rubrics had 
syntax guidelines only. I do plan on reading more materials about performance­
based rubrics. I hope to develop my own rubrics for my classes. 
Questions #9-S & #15-1: Didyour instructor explain how your service-learning 
component was going to be evaluated? 
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Students: 
All: No, just what was in the syllabus. 
M: We knew we had to write a paper but she never gave us any guidelines. 
T: I understood after you explained the study. I do believe we needed more 
training time on the rubrics, maybe 2-3 hours or classes. Ms. Moore didn't tell us 
anything but I just don't think she had time. 
Instructor: 
I only gave the students my syllabus and how many points it was worth. I gave 
them the numbers ofhours that was required. I did tell them I wanted them to 
keep a journal and they would have to participate in classroom reflection sessions. 
I also explained that there was going to be a analytical summary paper due at the 
end of the semester. 
Questions # 1 O-S & # 16-I: Did the instructor give you any goal or outcomes for the 
service-learning component? 
Students: 
All students: Nothing except it was considered civic participation. 
Instructor: 
I am embarrassed to tell you this but I gave them no objectives for service­
learning. I am usually in such a rush to get my syllabus done that I don't even 
think about consequences of these actions. Internally, I want my students to 
become better citizens but I never really thought out the whole process and how 
this would happen. I knew I wanted their experience to be service-learning but 
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never proceeded past the activity part. When I first started requiring my students 
to do service-learning, I just jumped in and every semester after, I have built and 
refined the process. I have even talked to other instructors who do service­
learning and get ideas from them. Never once have I heard anything about 
assessing the student learning development and I hardly glanced into the journals 
for learning growth potential. I usually only look for the Intro, grammar-stuff 
like that. I probably should have thought out better class goals and how service­
learning was going to be integrated into my course content. I wanted the class to 
be interactive but didn't think about what happens after the fact. I think I liked the 
activity but never imagined the assessment part or what my learning goal was for 
this component. As an instructor, I have the obligation to produce some kind of 
learning outcome for my students. I didn't do that here and I feel lousy about it. 
I had a personal goal for this study because of the funding I received from AACC 
for the chapter I needed to write. Maybe I was to worried about the article and not 
about the learning. 
Questions #11-S & #17-1: Did you feel that you had more to do than the rest ofthe class 
in terms ofassessment? 
Students: 
T: Yes, definitely. At first, I was not going to participate in the study after I saw 
what you were requiring but then I thought, what is this all about and can I help 
her further service-learning education. I also wanted to benefit from using the 
tools. I just didn't want to get an easy education. 
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M: God yes. The study required a more in-depth look into what I was doing and 
what skills I acquired. After the semester took off, I didn't think I was going to be 
able to participate further because ofother commitments. But in the end, I stuck it 
out. The pre/post video was actually easy but I did need to spend at least 5 hours 
designing the video. In the beginning I must have changed the focus of the tape, a 
million times because I had no idea what I was doing. But once I really looked at 
the rubrics, I could see my video materializing. 
L: Yes. I think: I did more than the other students but I have always done more 
than the teacher asks because I want to get an A. 
H: I know I did more. You could tell when we did our end of the year 
presentations. It made me mad that I probably got the same grade as those other 
students who didn't do half the stuff I did. 
J: Yeh, but no biggy. What ever I need to do to get an A is fine with me. 
Instructor: 
My students who participated in the study did comment that they felt they had to 
do more than the rest of the class. BUT, I think when all was done, they could see 
the difference in their learning. What's that saying. the more you put into it, the 
more you get out of it? I could visually see the diversity between each set of 
students during our reflection sessions. I believe the students who did not 
participate in the study were jealous, especially when we presented final projects. 
It was funny, I was sitting in the back watching the "study" presentations and 
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videos and one student said to the other, "weren't they at the same place as us? 
We didn't do any of this stuff" 
Questions #12-S & #18-1: Didyou like the choices in choosing an assessment option? 
Students: 
M: This was probably the best part of this study. I actually loved having the 
choice on what I wanted to do for my final project. I consider myself an amateur 
photographer so making the video was easy. I hate to write so I was pretty 
stressed out about this class. I guess that is why I volunteered for this study. I 
thought I could get out ofwriting. Oh sure, we had to write things but I guess I 
feel a lot better when I get to pick the stuff myself. 
T: I'm a good speaker so I picked the oral presentation option. It is easy for me to 
get in front ofa group of people and talk. You cannot stop me sometimes but I 
liked it. As soon as I saw I had a choice in want I could hand-in, I felt that from 
the start, I could succeed and I wasn't all stressed out about the final project. It 
was a Win-Win situation. 
H: At first, I was kinda mad that I had to choose how I was going to be assessed 
but after you talked to us I felt I could do it. I guess it is because I am one of those 
people who have to be to ld how to do everything. I 
L: I liked the option but I wish you would have given us some examples. I wanted 
to know what an exceptional one looked like. 
J: I guess it was okay but I was confused about the options. I thought I had to do 
all of them for just one rubric. Then you told us we only needed to do one. I did 
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have some questions though, like, you know, some weren't the same for all of 
them. 
Instructor: 
I enjoyed this aspect of it. I never gave any thought as to what different types of 
assessment options were out there. Being an English instructor, I always thought I 
needed to do the same as all the other instructors, for consistency sake. We do 
have certain guidelines dictated by the governing board and district. For example, 
the students need to write 4 papers throughout the semester. Each one has 
different criteria, like a pros/cons one. I found out about them during this study. 
The use of Blackboard as a reflection tool and dialogue journal was excellent. I 
liked using your Types ofService-Leaming Assessment Options sheet. I never 
imagined the category and strategy were intersected. 
Student Journals 
The researcher also found other important and pertinent information from student 
journal reflections. The researcher did not require the students to do reflection journals 
for the study but the instructor required them for the class. The instructor gave the 
researcher copies of the participants' journals because she noticed several references to 
the performance-based rubrics. 
Journal entries were a response to a series ofquestions that the instructor 
developed based on the Civic Participation Rubric. At least one question addressed each 
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element area. Be low are some of the journal reflection questions and the corresponding 
element area.2 
Has your experience made you become a more "informed citizen"? (Model Citizenship) 
M; I had to real Iy think about this one. I made the connection between my 
community needs and the societies' needs. At first, you (Ms. Moore) would 
always talk about being a better citizen but you never said how I was supposed to 
do it. But when I got the civic part rubric, I had a guide for my learning. I referred 
to it throughout the semester and even gave it to other students who weren't 
participating in the study. I used many of the words in my essays and I think 
because I had it, I became a more "informed citizen." I think I did this by 
developing awareness for less fortunate and being responsive their needs. I would 
usually ignore these people if I saw them on the street or in stores. Now, I smile 
and have sympathy for them. I think everyone should be involved in their 
community because then they could develop respect for these diverse groups. I 
would seek out places for them to go to get help outside ofCARE. I think many 
of them depend so much on Bev they don't seek help anywhere else. I went to 
DES to try to get info for them and the staff there were so RUDE. 
T: I used the study rubrics for this journal question. I do believe I've became a 
more informed citizen but I never noticed until I started arguing with my family 
for the rights of these people. I was one of those people who was sure "poor" 
2 The statements are written as they appeared in the journal. Misspelled words and gnunmatically incorrect 
phrases have been kept intact so that students' intended wording or phrasing is not nUsrepresented. All 
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people were just lazy and could work like the rest of us. But when I worked with 
them and saw their plight it amazed me their resilience to just the simple things. 
They did not take anything for granted. They appreciate the little education they 
get. My family thinks I'm crazy for going down there and helping these people. 
They are all republicans and don't care about anything but money. They don't 
think anything I do will help, but I do. I can see it in the kid's faces and the 
parents when they smile at me and say thanks. My parents hate it when I talk 
about the place. They say it is depressing and I agree. So why don't more people 
help? We cannot solve societal ills just burying our head in the ground. We need 
to get out there and fight for them or at least get them help. Some of these people 
came to this country to get away from horrible governments and then we tum 
around and make them go through enough red tape to circle the globe twice. It 
makes me sick. Sorry I rambled. 
L: Am I a better citizen? I hope so! I contemplated this question for sometime 
then I remembered the rubrics. I never considered it but they really guided my 
experience. I really got this when we went over the evaluation rubric. Especially 
the systems analysis one. I sense the cultural differences between the rich and 
poor communities in Gilbert. When I worked at the school, I saw how some kids 
were treated by the teachers. You would think they treat everyone the same but 
they don't. I heard terrible comments in the teachers lounge about how the 
"wetbacks" still don't get it. I was shocked. They were dehumanizing those kids 
personal communications were taken from students journals submitted to instructor on December 2. 2001. 
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and what it meant by freedom ofeducation for alL The SAME education. No 
wonder these kids had to hope. On the way home, I cried, thinking I couldn't say 
or do anything because it would effect my service component. So I had to put it 
down somewhere and I did, in my diary. I hate that they made feel this way. I 
think because of it, I am more determined to give and respect others cultures. I 
have to change attitudes ofpeople who think like this. I want to make a difference 
in the future education ofour children. Hopefully, when I am teaching and I and 
hear this, I will challenge them to not forget our goal to educate the less fortunate 
as well as the affiuent. 
How does your agency influence the community? Who uses these services and how are 
they affected by the agency? (Systems Analysis) 
H: Lindsay and I were talking about this. She has seen how agencies influence 
communities. For example, at CARE, they helped people but I don't know if they 
provided long-lasting help. I mean, it seemed to me that when I worked there 
when we finished ajob it was final. I've worked for St. Vincent de Paul and there 
I could see them go out of their way to help people. They had established 
programs to better educate their clients. These programs are on building blocks so 
you need to finish one and go on to another. The people who completed these 
classes were dedicated and disciplined. I felt at CARE they just came for free 
hand-outs which had no long lasting involvement. I would see people drop off 
their kids as though it was a free day care center. No parents ever asked if their 
child was good or bad, it was sad. Maybe I'm biased. Most Hispanics used these 
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serves and of course. it was located in their community. I never saw any kind of 
these places in my neighborhood, ofcourse. my neighbors would die if St. 
Vincent de Paul or whoever opened up a site there. Sometimes I would sit there 
and watch people. I'm a people watcher. I used to wonder how these people 
would feel if they went to Scottsdale to get help. Would the services there be 
different? How about the atmospheres there? Was the buildings in better places? 
I wondered if your poor do you have to stay in your immediate area to get help? 
I guess I need to investigate this more. Lindsay said that there is definitely a 
difference in elementary schools. The quality of teachers and school equipment is 
very distincti ve. 
L: I saw this first hand at the school. I talked about this before when answering 
the other journal question. I went to a pretty good "high tech" school. and the 
school I worked at had only one computer per class. I used to think about my 
school and how we had a whole multi media set-up and this school had nothing. I 
made me so mad. I thought we were supposed to have an EQUAL education. But 
I guess not. The building was also gross. Halfof the classrooms had leaks and 
terrible furniture. It·s appalling to see such waste at the RlCH schools. I was 
telling my friends and we thought we could some how get together a group of 
students and do a drive for computer money or at least get old computers donated. 
Do you plan to continue your community/political involvement? How? (Community 
Involvement) 
110 
M: I definitely will continue my involvement. I want to go to a school site. I plan 
on becoming a teacher so I think: working at a Title t school would be great! I will 
miss the kids I work with though. I don't know if I will become involved in 
politics because I don't really have time. I also don't want to rock-the-boat at the 
school. I don't want to make a name for myselfbefore I ever get hired. Maybe 
when I do get a job I could help people become better-infonned citizens. 
T: I will continue to work for Bev at the site. She has really helped me so I feel 
that I have to stay there. I also love working with the people there. I feel they 
really need me and it's close to where I live. I plan to work with more agencies 
connected with CARE for Bev. She doesn't have time to go out and get funding. I 
told her I would give presentations about my experiences at CARE. Like 
testimonials. She said she can talk to people until she is blue in the face but they 
don't get it. When she has students talk people listen. I don't know if I will get 
involved in politics. Maybe I will because I'll be talking to agencies outside 
CARE. Like the rubric says, "Develops communication skills and expresses ideas and 
values. Expands personal attitudes towards community and is respectful of it's diverse 
members. I believe I do all this stuffnow but I know I will expand on it next 
semester. I hope to apply my POS 110 class to this subject. 
L: I am pretty shy so I don't think: I will be doing any kind ofpolitics stuff. I do 
plan to work with my school again in the Spring. They have asked me to stay on. I 
would like to set-up some kind of tutoring program for the kids. Like get some of 
myoid friends to volunteer and help. They have time to spend involved. This is 
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perfect for the rubric on community involvement. Which Ijust looked at. Hey 
what do you know? I can see the connection. I also want to visi t the Thomas J. 
Pappas school in Tempe. I think it would be great for our kids to mix with them. I 
don't think the teacher will go for it though, she is kinda old-fashioned. I really 
really want to help children learn but I wish I knew what was out there for them. I 
also want to talk more Spanish classes. I think there is need for bilingual teachers. 
I took some Spanish in H.S. but I never used it. I know how I could help. I can 
ask myoId Spanish teacher if her students can come to our school and help tutor. 
What a great way to learn a language by using it. It would be like taking 
conversational Spanish. I am so excited about this. I do believe in the rubric about 
peaceful resolvement ofproblems. I guess I get this from my parents. They are 
old hippies and believe in peace not war. 
H: I will not get involved in politics but I do plan to continue my community 
involvement, I don't necessarily know where but I do plan on doing something. I 
want to go to a different site but who knows. I am halfLatina so I want to help 
immigrants learn English. I could see how the language barrier inhibits 
individuals. I never saw this before at my schools. I guess I was privileged. My 
family always spoke English and Spanish but I did know friends whose parents 
couldn't speak English. I know they had a hard time. As for politics, I don't trust 
politicians so I won't do anything for them. There are not that many Hispanics 
politicians and the ones there aren't working for Spanish people ofArizona. Most 
of them don't live where Hispanics live and have no idea what is going in these 
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neighborhoods. What I did like about Bev's place is she was trying to revitalize 
the downtown area, where a lot Mexicans live and work. She is trying to 
encourage others to recognize cultural factors from all Mesa citizens. not just the 
rich ones. I certainly have developed functional relationships with the community 
by providing mentoring skills to less educated individuals. 
J: This semester has been really busy for me. I really don't know if I plan to do 
anything for politics. I am registered to take ENG 102 and POS 110 next 
semester. Ms. Moore did tell us we will be working to design a proposal for some 
sort ofgovernment action. You know I looked at the rubric when you gave this 
question because I remember we talked about it. When I looked at the rubric I 
found that I do most the stuffbut I don't know to what extreme. I know we talked 
about this during the evaluation process but I'm not sure. I recognize the different 
political structures, like demos are more for people and reps are for money only. I 
don't think I've helped anyone solve any problems, even though I think this is 
good because of all the gang violence. In my neighborhood alone, I have seen 
gang graffiti which I though I would never see. I hope my siblings are not doing 
anything. Maybe I could go talk to them at school about giving back to the 
community and help solve problems peaceful. As for the other stuff, I recognize 
the cultural differences between the haves and have nots. Like we talked about in 
class you know. You can see it just in how classmates are. For those of us who 
had these rubrics, we learned much more because we had goals and could refer 
back to rubrics. I could see this when we talked in class. It was kinda like we had 
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the rubrics and they didn't. I had to look at your question again. I feel I could talk 
about this forever. I do plan to stay involved in my community forever but I want 
to take a more active role in being a mentor or role-model for other young 
Latinas. I just don't have the time right now. I'm extremely busy with school, 
work and family stuff. 
Content Analysis ofMatrix 
The researcher developed a matrix for organizing the information gathered from 
all sources. The matrix sorted the outcomes of each rubric and helped the researcher 
identify recurring themes among the data. The information was tallied as detailed in 
Chapter 3, Appendix M. 
Data, quotes, observations, and other relevant information were stored in a "cell" 
corresponding to the type ofassessment tool used. For example, data gathered from 
interviews of students using the scoring rubrics were put in cell 10. The matrix allowed 
for an enormous amount of data to be sorted and categorized as it was being collected 
throughout the study_ In addition, the organization of the data in this manner allowed the 
researcher to observe central themes. 
The matrix data analysis showed no discernible outcomes and no patterns relating 
to certain targets. All five students who participated had examples ofpositive educational 
outcomes in at least three of the six educational targets but these findings were 
fonnulated from the instructor and student interviews. There was no evidence that one 
type of target dominated the learning process but the researcher believes the instructor 
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did influence the usage of one certain rubric. All students used the Civic Participation, 
Personal Growth and Career Exploration rubrics. 
Instead, the matrix analysis findings suggest that the Scoring Rubrics and 
Instructor Rubrics were most instrumental in the learning process. The particular learning 
that was accomplished could have been defined by the nature of the participating students 
rather than by the intended educational goals of the instructor or researcher. 
For example, evidence of academic development was found in all five students 
but the researcher could not ascertain ifit was from the Service-Learning Assessment 
Toolkit or from the constant writing assignments. This can be shown in one of the 
participant's journals. M commented, "I'm writing more in my classes now and can see 
how this influences my learning. My projects seem to have more meaning." The 
instructor suggested that the five participants had significantly different learning 
development compared to the other students in class and believed it was because they had 
prominent service-learning outcomes associated with the class. In comparing data within 
and across the matrix, it appears that use of the SLAT, regardless of tool, promoted 
students' development across the six educational targets. 1bis will be discussed in more 
detail in the following section. 
Emerging Themes 
In analyzing the development from the various tools, a set of themes emerged. 
These themes suggest that all tools have some conunon core elements, which appear to 
have a significant influence on student development. These core elements may provide 
further understanding of service-learning development and its overall impact on students. 
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Integration ofService-Learning Instruction 
In observing and interviewing the students and instructor for this research, it 
became apparent that there was no pattern of service-learning outcomes. In particular, the 
instructor did not fully integrate service-learning into the curriculum. The instructor 
confessed to the researcher that it was an "after-thought" the first time she used it in a 
course. She also admitted she hasn't changed the course writing requirements for three 
years. Such a laissez-faire attitude does affect student development in service-learning. 
By not having explicit goals and objectives for service-leaming, the instructor is not 
engaging students in thoughtful service-learning principles and strategies. Students need 
to make the connection between the service and the academic work. Improvement and 
sustainability of the experience and the partnerships are enhanced through fonnal 
assessment activities that involve community, faculty, and students. 
Instructors committed to service-learning must be able to demonstrate the impact 
of their initiatives to ensure quality for student and community participants. For many 
instructors, understanding and articulating "impact" requires knowledge and expertise in 
the design and application of assessment methods. Although the primary purpose for 
assessment is to improve student learning, it also adequately responds to public demand 
for accountability. 
The purpose of developing these assessment tools was to see if they were 
plausible for faculty and students to use as a mechanism to record what one has learned 
from one's work. It was also designed to help articulate learning for oneselfas well as for 
others. Instructors are responsible for the assessment process and its aim and purpose. 
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Many instructors in higher education have little time to stop, reflect, and consider the 
impact of their work. Most are over committed to other projects and/or scholarly 
activities. In order for these assessment tools to take hold, instructors need to ensure that 
service-learning is fully integrated into course curriculum. They also need to seek help 
with service-learning experts who can give clear expectations and specific guiding 
principles to promote student development success. 
Empowering Self-Assessment Through Meaningful Reflection 
One theme that emerged was that students who were most profoundly influenced 
by their service-learning experience were engaged in meaningful reflection activities that 
provided rich and powerful feedback. As many service-learning professionals know, 
reflection is the key difference between internship and service-learning. One key aspect 
of reflection is to challenge the student to engage in thought provoking analysis. When 
writing intellectual thoughts about their experiences, students begin to transfer and apply 
learning from the classroom to real-life situations, to analyze challenges, problem-solve, 
understand personal reactions, and discover ways to deal skillfully with diverse 
challenges. 
The SLAT was designed to generate valuable feedback and facilitate reciprocal 
learning between the instructor and students. Instructors had improved contact with the 
students and thus the students became more involved. Many students believed they had 
"ownership" in their learning when they were being personally evaluated by the 
instructor. The students in this study especially like the opportunity to pick and design 
their own assessment option. 
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The SLAT empowers students to document their activities and be accountable for 
their service-learning experience. Students seek to understand the effectiveness of 
service-learning as a component of their learning experience. As part of their learning 
strategies, participants showed an increase in their awareness of community and 
sensitivity to diversity. They did this by referring back to the Instructor Rubric for 
guidance. The participants consistently developed a heightened awareness and 
understanding ofcommunity issues, needs, strengths, problems and resources. They 
expressed attitudes about working with communities with which they were not familiar, 
an increased comfort and confidence working with these communities, and recognition 
that they gained knowledge of a new community. The following studene journal and 
interview comment, suggests that student empowennent played an important role in the 
degree to which the SLAT affected students' educational development: 
T: I enjoyed doing my service-learning project because I could finally be graded 
on a project that I enjoyed. Ms. Moore told me that we could use the rubric 
examples as our semester final project. She also said that I had the choice of 
where to do my work. I wanted to work with kids because I plan on becoming an 
instructor. I never heard ofCARE before and have never been down there. At 
first, I was scared about leaving my car and working to place. The people outside 
made me feel uncomfortable but I couldn't tell you how, maybe because there 
were not many white people. I never worked in a place where there were few 
J The statements are written as they were said at the post interviews. Misspelled words and grammatically 
incorrect phrases have been kept intact so that students' and instructor's intended wording or phrasing is 
not misrepresented. All personal communications were taken on November 30,2001. 
t 
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white people. I didn't see to many white people but I never considered myself 
prejudice before. Am I prejudice because I thought this? Was I just questioning 
my social identity? When I left though, I was more comfortable. I actually found 
out those people were volunteers too. As I drove home, I realized I actually live 
pretty close to the site. As my final project, I picked an oral presentation with a 
portfolio, since I had to keep ajoumal anyway. The portfolio can help me get a 
job. 
Similarly, the instructor described how the assessment options empowered some 
students: 
Instructor: It's amazing what the kids can do when you let then work on things 
they want to work on and care about. (T) admitted to me at the improvement plan 
meeting. that she liked working at CARE because of their mission to help and that 
she could really do something beneficial at the site ... The leadership skills CARE 
has given them is amazing. (T) would never have received those in my class.. , 
She is learning to take control ofher life, to make difficult decisions about 
important matters, and to understand the responsibilities that come along with 
helping individuals in need. 
In most cases, the participants used reflection as a self-assessment tool. By using 
this method, they enhanced and validated their learning. The rubrics' criteria and 
expectations were clear and consistent for all the participants. In short, reflection 
provided validation for the students. The comments from the students and the instructor 
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suggest that when challenged to take on their own learning process, they are eager to 
meet that challenge and ultimately succeed. 
Faculty Involvement 
Another theme identified in this study and in the literature, is the "belief" that 
service-learning encompasses student growth. In particular, service-learning can not be 
effective without dedicated faculty involvement. Throughout the service-learning 
literature, there is repeated acknowledgement of the critical role and influence of faculty 
on student learning development. As Bringle and Hatcher (1998) note, service-learning in 
its most common form is a course-driven feature of the curriculum. The prominent 
features ofquality service-learning depend for the most part on the faculty, including 
meaningful placements, as well as specific connections between subject matter and 
community issues, experiences, critical reflection, and preparation for diversity and 
conflict (Eyler & Giles, 1999). 
Faculty motivation and attraction toward service-learning has several key 
elements. At the top of the list is the satisfaction faculty experience when observing 
students transformed by their community work. Also important is the student's 
satisfaction with the experience--thejoy of learning new insights and the commitment to 
community work following a service-learning course. 
More than a few aspects of the data suggest that the "involvement" of the 
instructor was important to the student. As the following journal entry points out, 
students were more engaged and interested in the process when they felt that their 
instructor was also involved. Students also felt that if the instructor had the "belief' that 
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this experience was going to expand or promote their learning, they were more inclined 
to appreciate the experience instead ofdisregarding it. All five participants agreed that 
they would each benefit personally and professionally because Ms. Moore made an effort 
to meet the community partner and established real criteria for the component. 
T: When Ms. Moore gave us this requirement I was mad at first. Like I have time 
to give 20 hours ofcommunity service to someone. But when Ms. Moore told us 
she talked to Bev and gave her some ideas for us to do, I felt better. I knew I 
didn't just want to go there and have to feed homeless people. I wanted to do 
more and Bev knew it. She assigned me to an important project, so I felt I was 
really contributing to my community. I also like the fact Ms. Moore worked with 
Bev and he]ped her designate some goals for the class. 
The researcher concluded that because the instructor believed in the philosophy of 
service-learning, the students were more engaged in their activities. Only the five 
participants who received copies of the rubrics and had established criteria developed 
truly meaningful experiences. The researcher was concerned when the instructor admitted 
it was an "after thought" and had not fully integrated service-Ieaming into the course. 
The researcher was worried that this would influence or impact the way students 
interpreted the importance ofservice-learning and reflection. 
Spreading the Gospel 
Another theme which evolved, and probably the most important, was the 
enthusiasm by the students to share their rubrics and assessment tools with other students 
in the class. Several times during classroom meetings and reflections sessions, the 
121 
participants instructed the other students in the value of the rubrics and the desired 
outcomes. The researcher examined the way they coached other students and explained 
each element area in their own words. Several of the participants stated that they would 
have liked to have the same type of standards in their other classes. One student in 
particular even commented during the post interview: 
M: Boy, I wish I had these same things in my other classes. I even took them and 
showed them to my Biology instructor and explained how I thought he could 
improve the class for next year. You wouldn't believe it. He looked and acted like 
I had just grown two heads. I then explained to him the purpose behind the rubrics 
and how I felt I was more responsible for my learning and for me this was a 
crucial part ofmy education. I showed him all the stuffwe did and he was 
amazed. He asked me "Your instructor must have a lot of time?" which I then 
said, ·~o, I did all this, I was committed to this product and put my best effort 
into it. We BOTH graded my work and I knew where I had to improve and in 
what areas. I wanted an A and I got it because I worked hard for it, I knew along 
the way where I was in the class and what I needed to do to get an A. 
The instructor commented several times about the "evangelical" nature of 
perfonnance-based assessment. For example, in one meeting with the researcher, she 
stated: 
You know how you go to those department and coUege meetings? They are 
usually so boring, but this one time, I was actually listening. The topic by the 
Dean that day was assessment. This made me perk up. The Dean was saying how 
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we needed to develop better assessment tools, which measured "Real" learning 
because accreditation was coming up. All the instructors were groaning and I 
thought about your stuff. I started to explain your SLATs to the other faculty and 
many of the questions I couldn't answer because I felt I needed more training on 
them and performance-based assessment in particular. This made think that I 
needed to get serious about your stuffand know what I was really doing. Several 
of the faculty wanted copies of your stuffbut I thought I should ask you first. 
(Ms. Moore, personal communication, November 30, 2001) 
These comments suggest that students increased their time on task, which 
improved and enhanced their learning. Also their commitment to learn was empowered 
by their own hands not necessarily dictated by only the teacher. The students felt engaged 
and responsible for their own learning. 
Fostering ofLearning Communities 
One final emerging theme was the connectedness between service-learning and 
learning communities. One practice or goal of learning communities is the sense of 
"community." This was seen throughout the student journal reflections and observations 
in the focus on "learning to learn in community." The five students who participated in 
this study all belonged to an informal learning community. The learning community 
consisted ofENG 101 and EDU 221 (First-Year Composition and Intro to Education). 
There were a total of IS students in the learning community. but only five participated in 
this study. The students stated to me during their post-interview that their learning 
community had an impact on their student development. They all expressed that they 
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used each other as a support system. In particular~ they had someone available to ask 
questions about the rubrics. They stated there was a "connected knowing" or integration 
of ideas across their classes. 
The researcher observed camaraderie and collaboration between the five students. 
On more than one occasion the researcher witnessed the linking of theory and practice 
when the students who tutored at a schools reflected on the applications used at their 
designated sites. On one particular observation, the researcher was privy to a debate 
between the students. One student was discussing her adamant disgust at how her site 
teacher was treating a new Hispanic student. Another student tried to give constructive 
feedback and used some strategies from the Civic Participation Rubric. 
H: stated~ "You can engage the teacher in a dialogue about diversity issues and 
communication skills." The other student listened respectfully and said "I never 
thought about it that way or I guess I could do that." For these two students the 
fact that they were taking two classes together and doing service-learning in bo~ 
made the experience more profound and engaging. 
The data showed that fostering collaboration on a common issue created an atmosphere 
of collegial bonds, working relationships and friendships. The instructor provided several 
indications that the study experience helped students feel like they belong to a group and 
established new personal relationships. The students stated4 : 
H: I've made great friends. 
4 The statements are written as they were said at the post interviews. Misspelled words and grarrunatically 
incorrect phrases have been kept intact so that students' and instructor's intended wording or phrasing is 
not misrepresented. All personal conununications were taken on November 30, 2001 
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L: It was hard working together at first, but now we all get along and it's great 
fun. 
T: Bev is like a mother to me. She is someone I can talk to about anything. 
M: We support each other. When I have a question, I ask them first, then the 
teacher. 
The instructor stated: 
Working on the rubrics and improvement plan has brought us a lot closer. There 
have been lots of frustrations, especially when we first started 
discussing the rubrics but then we started talking about their experiences and it 
opened them up. It was a real bonding experience. 
While the degree to which the fostering of learning communities played a role in 
affecting students' educational development is unclear, it is probable that the formation 
of such units created a more pleasant and comfortable experience for the students, leading 
to their overall satisfaction with the study experience 
Research Questions 
The findings are presented here in accordance with the three questions central to 
this study. 
1. How do performance-based evaluation techniques influence service-learning 
development and growth? 
There were frequent references to the influences of the perfonnance-based 
evaluation techniques from each of the participants and the instructor. Data from the 
instructor included overt links between service-learning outcomes, perfonnance-based 
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rubrics and course curriculum. In contrast, the student data included only casual 
references to the influences of the performance-based evaluation techniques on students' 
educational development. 
These references were mentioned in various data items including the student and 
instructor interviews, journals and the researcher's emerging themes. One major 
influence on student development and growth was that the tools were used as a reflection 
andfeedback mechanism. Throughout the post-interviews, students repeatedly 
commented that they "received valuable feedback and found an enormous amount of 
information about their le31ning", when they reflected using the self-assessment 
evaluation tool. 
Another area that influenced development was the reciprocal learning that took 
place between the instructor and the student. The instructor stated several times during 
the interviews that she received invaluable feedback from the students about their 
learning and experiences. She was impressed with the way the students were honest about 
their experiences and expectations about the class. 
A different area of development was the lack of explicit expectations, goals or 
objectives for the service-learning component. The students stated that the instructor gave 
no specific service objectives in her syllabus. Many of the students had the feeling ofjust 
'jumping" into the process with no direction or guidelines. Several students used the 
SLAT as a visual guide to their learning. 
In addition the students stated that they had a more in-depth look into their 
learning. The participants recognized that their service-learning experience was different 
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from the other students in class. They acknowledged that using the tools affected their 
learning and as a result~ they felt they had an advantage over the other students in class. 
The instructor even stated, "I felt 1 cheated the rest ofmy students because they did not 
use these. The comparison between the study projects and the rest ofthe students' 
summaries were startling." 
Furthermore. the instructor commented that the study participants had made 
connections through their reflections between their service experiences and their 
academic and personal lives. The instructor and researcher observed high-order thinking 
skills such as analysis, application. and synthesis. The instructor also noticed that the 
performance-based evaluation tools caused the students to critically reflect on their 
experiences and written course work. 
A final influence observed in the data was that students were more engaged in 
their learning. A few of the students began teacizing the other students in class about the 
rubrics. One student stated, "I showed other students not in this study it and they wished 
they had it. 1 told them 1 used it as a visual guide and set my goals to it." The literature 
suggests that learning is reinforced when the student has to teach it to someone else. 
Helping a peer also engages the student in more time on task and produces a 
collaborative learning atmosphere. 
2. How can each of the following evaluation tools be effectively used or 
adapted to assess benefits of service-learning: Instructor Rubric, Student­
Friendly Rubric. Scoring Rubric and Service-Learning Improvement Plan? 
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As stated frequently throughout the post-interviews and themes, each of the 
evaluation tools can be effectively used byproviding valuable feedback. In traditional 
assessment of service-learning components. instructors generally provided no feedback to 
students regarding their experiences. We find this time and time again in the literature. 
that students seek reassurance and verbal feedback from the community partners and 
instructors. The participants acknowledged they were provided with a meaningful 
opportunity for self-assessment using the Scoring Rubric. They stated that their one-on­
one feedback evaluations with the instructor made them responsible for their learning. 
Another way the tools can be effectively adapted is by verbally communicating 
the expectations or goals/objectives for the service-learning components. The goals or 
outcomes are the strongest link between what the student learns and experiences in 
service-learning. So few practitioners provide critical outcomes for their students that 
many walk away wondering what they were supposed to have learned. By being upfront 
with clear goals or outcomes. the student can make the connection and piece together the 
intended action. These tools provide purposeful action instead ofmeans to an end. 
In addition to the goals and expectations. the tools must be adapted and fully 
integrated into the service-learning course curriculum. As shown in the excerpts from the 
instructor interview, training and proper instructions must be provided so the tool can be 
effectively implemented. The students also commented that the rubric training must be 
effective in order to fully understand and apply all the tools. By fully integrating into the 
SLAT into the service-learning curriculum, the teacher is providing clarity, consistency 
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and alignment to their assessment instruments. This produces a positive learning 
envirorunent. 
One more benefit of these tools is the choice ofassessment option for the student. 
By providing the student their own assessment option, these tools empower the student 
and grant them ownership of their learning. Participants stated in their post-interviews 
that they were more motivated and felt they had to ability to achieve from the beginning. 
They also became more responsible, accountable and had the desire to learn. This 
intrinsic motivation produced willingness to reflect on the service-learning experience. 
Finally, these tools provide a template for instructors or practitioners to use when 
designing their own performance-based rubrics. One of the drawbacks to this study was 
that a few of the participants commented that the rubrics were too specific or detailed­
oriented for their particular community site. The challenge to many instructors will be to 
adapt these tools to their individual course curriculum and service experience. One of the 
greatest concerns to educators is the connection between service-learning and the 
learning ofmaterial in the course being taught. 
3. What evaluation scheme provides the most compelling profile of student 
achievement as a result of service-learning programs? 
The most basic step in analyzing the data was to look for patterns in the students' 
overall development and achievement in their service-learning experiences. The 
challenge Was to recognize learning that was unique or truly different from non-study 
participants. 
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The influences mentioned in question one, taken in the aggregate, provide 
compelling evidence of the advantage of these tools as an evaluation scheme compared to 
other evaluation schemes. This scheme fits well with the optimum learning environment 
for service-learning. 
Perhaps the strongest evidence was that the students could adopt a self-assessment 
option to their learning. The SLAT technique requires students to self-assess and 
therefore prompts them to realize their own learning preferences, strengths and styles. 
Overall, the participants of this study had a better idea ofhow they were doing in 
class because they utilized the SLAT. The instructor commented that she had a more 
accurate picture of their overall academic performance beyond the usual English writing 
assignments. The instructor stated during the post-interview that the students who 
participated in the study had grown significantly beyond the other students in the class. 
The performance-based tools held the instructor and the student accountable for their own 
learning. The SLAT provided specific ways for students to demonstrate what they 
learned from the outcomes designed. 
Service-learning is a multifaceted teaching and learning tool. Added to this is the 
fact that a great deal ofwhat happens in service-learning programs is often unanticipated; 
consequently, it is often difficult to determine what to assess at the outset. Moreover, 
individual classroom service-learning instruction is inherently complex. The independent 
nature of instructors teaching styles combined with strict district guidelines necessitate 
comprehensive training in the use of the SLAT. 
CHAPTER 5 

CONCLUSIONS 

To "learn from experience" is to make a backward and forward connection between what 
we do to things and what we enjoy or suffer from things of significance. Under such 
conditions, learning becomes instruction - discovery of the connection of things. 
Education and experience are thus a fostering, a nurturing. and cultivating process. 
John Dewey (1938) 
Summary of the Findings 
The purpose of this study was to examine previously un-addressed assessment 
issues in service-learning educational development and growth. This study examined 
whether the utilization of performance-based assessment techniques were beneficial in 
facilitating educational development of students participating in service-learning 
programs. To capture the educational development of students, the study employed the 
Service-Learning Assessment Toolkit (SLAT), a variety ofperformance-based 
assessment instruments or tools designed by the researcher. These tools were intended to 
measure students' development in the six educational targets identified by Andrew Furco 
in 1997. These six targets were academic growth, career exploration. civic participation, 
ethical growth. personal growth and social growth. A series of qualitative cases analyses 
were conducted to gauge the effectiveness of the SLAT on student educational 
development. 
The qualitative analysis of the student post-interviews, journals, and other data 
resources revealed additional learning influences to service-learning. In particular, 
findings from the analysis revealed that the SLAT facilitated learning and that the 
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reflections contained elaborate and profound discussions about student development 
related to service-learning. Overall, the analysis found no identifiable outcomes relating 
to a particular target. 
Conclusions are drawn in reference to the three research questions essential to this 
study. 
1. 	 How do the performance-based evaluation techniques influence service­
learning development and growth? 
What was known before? 
As mentioned in Chapter 2 (literature review). experts agree that assessment is an 
integral component to service-learning development and growth. Recall Gelmon's (2000) 
comments that "assessment is concerned with learning and is a process that depends 
upon formulating questions and developing evidence to answer those questions." (p. 85). 
The primary emphasis in assessment is twofold: on learning about learning. and using 
that learning for short-term as well as long-term cuniculwn development. 
Angelo (1995) outlined nine properties for increasing learning in the classroom. 
He said that students learn more when they: 
1. 	 actively engaged in their academic work by asking students to periodically 
write a brief summary of their lecture; 
2. 	 set and maintain realistic expectations in producing a learning goals; 
3. 	 keep a log of their own ways ofworking so that they can monitor. direct. 
and redirect their energies; 
4. 	 provide and use regular, timely, feedback via one minute paper; 
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5. 	 connect new infonnation to prior knowledge through a simple 
questionnaire; 
6. 	 organize their learning in meaningful and academically by means of 
concept maps or charts; 
7. 	 experiment with real-world applications ofclassroom learning; 
8. 	 work regularly and productively with instructors and other students by 
assessing each team and 
9. 	 invest time in keeping track ofboth the quantity and quality of their work 
with logs. (p. 31). 
Wiggins ~1990) supported the benefit ofperfonnance-based assessments because 
they present the student with a full array of tasks that mirror the priorities and challenges 
found in the best instructional activities. He also realized that creating effective 
assessment tools requires thinking through curriculum content, establishing learning 
outcomes, then designing perfonnance activities that will allow students to demonstrate 
their achievement of those outcomes, and specifying criteria by which they will be 
evaluated. 
One would assume that assessment efforts are an integral part ofunderstanding 
the impact ofservice-learning. Yet in contrast to the scope ofservice-Iearrung programs 
and activities, relatively little assessment evidence has been developed. As Eyler (2001) 
stated, "we need to begin looking at other assessment tools/methods for measuring our 
learning goals and objectives" (p.IS). Survey research over the past decade has provided 
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ample evidence of the impact of service-learning on the personal and social development 
ofcollege students but the evidence for its cognitive impact is less well developed. 
In order to improve the quality of academic service-learning, we need to move 
beyond surveys and identify the intellectual outcomes best facilitated through 
service-learning. create measures of those learning outcomes that can be 
embedded into the instructional process, and conduct experimental studies of 
alternative pedagogical techniques to identify those which produce optimal 
learning and cognitive development. (Eyler, 2001, p.lS) 
Gelmon (2000) also suggested that a significant gap exists in research addressing 
assessment studies-not only learning about outcomes of service-learning, but learning 
about different aspects of service-learning that can be assessed. 
The literature suggested that there was clearly a gap between the intended 
development and current evaluation/assessment techniques. It was necessary therefore, to 
develop new methods for conducting such assessments. 
What did the researcher learn? 
The researcher found that using performance-based assessment techniques 
influenced andfacilitated the learning better than traditional service-learning assessment, 
which in most cases is simply a self-reporting survey. There were frequent references to 
the influences of the performance-based evaluation techniques (SLAT) from each of the 
participants and the instructor. A recap of the influences from chapter four are as 
follows: reflection andfeedback mechanism, reciprocal learning, explicit expectations; 
goals or objectives, high-order thinking, critically reflection, more time on task, and 
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collaborative learning atmospheres. Some of the more intriguing influences are 
discussed in more detail in the following areas. 
The researcher also discovered that by using performance-based techniques, 
students felt they had a guide for their learning. Many of the students had the feeling of 
just '~umping" into the process with no direction or guidelines. As noted several times in 
the students' post-interviews and journals, they used the SLAT as a visual guide to their 
learning. They expressed their constant referral back to them, what Angelo (1995) refers 
to "as a map or chart of reassurance." (p. 31). 
Another area the researcher found intriguing was that students became more 
responsible for their learning. Many of the students stated that they had a more in-depth 
look into their learning. The participants recognized that their service-learning experience 
was different from the other students in class. They acknowledged that using the tools 
affected their learning, which made them more engaged in their learning. A few of the 
student!> began teaching the other students in class about the rubrics because they felt 
they had an advantage in their performance-based directed learning experience. 
What conclusions could be made based on theJindings and any other related 
information? 
The researcher concluded that performance-based assessment techniques, in 
particular, the instruments designed by the researcher (SLAT), significantly influenced 
student development and growth in service-learning. Although this study did not reveal 
finn causal relationships between the perfonnance-based assessment rubrics and the six 
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educational targets, this study did capture some effective strategies for assessing service­
learning educational outcomes. 
The researcher agrees with Bringle and Hatcher (2000) that service-learning 
practitioners must devote more resources to conducting systematic, scientific assessment 
of service-learning outcomes across students, faculty, institutions, and community 
partners. This type ofscientific assessment with meaningful indicators of educational 
outcomes represents a public, peer-reviewed, and replicable type of information gathering 
that is important for increasing confidence among practitioners. This reliable data would 
provide justification to support the expansion and recognition of service-learning 
academically, and would develop theory to enhance our understanding of best practices. 
2. 	 How can each ofthe following evaluation tools be effectively used or adapted 
to assess the benefits of service-learning: Instructor Rubric, Student-Friendly 
Rubric, Scoring Rubric and Service-Learning Improvement Plan? 
What was known before? 
Ofcourse, there was no information prior to this study regarding the effective 
implementation of the researcher's SLAT instruments, but there were a few references to 
general performance-based techniques in service-learning. 
As stated in the literature review, service-learning practitioners are longing for 
more operational definitions ofwhat students can do, what skills they possess, and what 
problems they can solve. Definite emphasis is placed on higher-order thinking skills. This 
philosophy ofperformance assessment was developed in partial response to 
dissatisfaction expressed from current self-reporting surveys and traditional tests. All 
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educators appear to want more hands-on assessments where actual student behavior and 
production can be examined. 
According to Payne's book, Evaluating Service-Learning Activities and Programs 
(2000), the following are among the most important general characteristics of modern 
perfonnance assessment: 
1. 	 Value beyond the assessment itself- the assessment task should be 
meaningful in and of itself and not derive value just from being a ·'test". 
2. 	 Student-created response - having a record of an actual student behavior 
observed and evaluated or an evaluated product brings criterion and 
assessment closer together. 
3. 	 Realistic focus - this characteristic relates to the contemporary need to 
show students that they are involved in "meaningful" (real-world) learning 
that will have an ultimate tangible payoff. 
4. 	 Application ofknowledge - the need to measure problem-solving and critical 
thinking skills. 
5. 	 Multiple data sources - a variety of approaches will enhance validity and 
reliability and allow greater adaptability to individual student differences. 
6. 	 Objective-based and criterion-references - having objectives to guide 
development and interpretation contributes to the relevance of the 
assessment and its validity. 
7. 	 Reliability - consistency is a prerequisite in any assessment from 
administration to performance and scoring. 
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8. 	 Multiple approaches - the student, with advanced notice, should have 
some latitude in determining how the assessment will be documented. 
9. 	 Multidimensional in structure - addresses the comprehensive integration 
and combination of skills and knowledge. (p. 74) 
In Payne's book, he describes these characteristics and shows the difference 
between performance assessment and traditional educational measurements but he does 
not actually show an educator what a rubric or other techniques look like. Performance 
assessment's advantage is that it can be both a teaching and testing method. Most service­
learning practitioners are interested in the products of learning but are also concerned 
with how the student arrives at his or her product. Often the development of techniques or 
skills can be considered an end in itselfor so intimately tied to the product as to be 
inseparable. The key to developing a performance assessment is motivation. 
Developmental situations in which an individual can exhibit real-life behaviors generally 
increases the relevance and accuracy of an assessment. 
What did the researcher learn? 
The researcher found more training was probably needed when implementing 
performance-based assessment. To effectively sustain the value of the SLAT, the 
researcher found it necessary to train and work with the faculty member throughout the 
first year of implementation. In order for the tools to be used most effectively, the 
instructor must fully understand how the SLAT works. This in tum helps the instructor 
become more involved in the learning, which in tum, makes him or her a more effective 
educator. For many instructors, understanding and articulating "impact" requires 
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knowledge and expertise in the design and application of assessment methods. Although 
the primary purpose for assessment is to improve student learning. it also adequately 
responds to the public demand for accountability. As shown in the excerpts from the 
instructor interview, training and proper instructions must be provided so the tools can be 
effectively implemented. 
By not having explicit goals and objectives for service-learning, students cannot 
engage in thoughtful service-learning principles and strategies. Students need to make 
the connection between the service and the academic work. Improvement and 
sustain ability of the experience and the partnerships are enhanced through formal 
assessment activities that involve community. faculty, and students. By fully integrating 
into the SLAT into the service-learning curriculum, the teacher is providing clarity, 
consistency and alignment to their assessment instruments. This produces a positive 
learning environment. 
In addition, the researcher found that these assessment tools were plausible for 
faculty and students to use as a mechanism to record what one has learned from one's 
work. They helped to articulate learning for oneself as well as for others. Finally, the 
researcher found that the SLAT was more helpful in measuring student development and 
provided different types of assessment options generally not available to students. 
Instructors are responsible for the assessment process and its aim and purpose. 
Unfortunately, many instructors in higher education have little time to stop, reflect, and 
consider the impact of their work. Most are over committed to other projects andior 
scholarly activities. In order for these assessment tools to take hold. instructors need to 
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ensure that service-learning is fully integrated into course curriculum. They also need to 
seek help with service-learning experts who can give clear expectations and specific 
guiding principles to promote student development success, 
What conclusions could be made based on the findings and any other related 
information? 
The researcher concluded that when these tools are implemented correctly and 
fully adapted into the curriculum they will benefit the overall service-learning experience. 
The SLAT was developed in partial response to dissatisfaction expressed from current 
service-learning assessment methods. 
Another advantage of the SLAT is that it can be both a teaching and testing 
method. Development of the criteria were intimately tied to traditional service-learning 
outcomes. The SLAT met all ofHerman, Aschbacker and Winter's (1992) six criteria to 
be used for evaluating assessment: matching specific instructional intentions; 
representing content and skills expected to be attained by students; enabling students to 
demonstrate their proficiencies and capabilities; allowing assessment ofmUltiple goals; 
reflecting an authentic, real-world context and allowing an interdisciplinary approach. 
The researcher also found that because some of the tools were designed around 
specific service-learning activities, the tools were not generalizable enough. The tools 
were also influenced by the definitions established in the focus group interviews. Thus, 
the SLAT should be a template for instructors or practitioners to use when designing their 
own perfonnance-based rubrics or tools. 
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In summary, the major advantage of using the SLAT was the involvement and 
investment of the student in a process that directly relates to instruction. The 
disadvantage was the time and effort needed to create rubrics and apply them 
systematically. 
3. 	 What evaluation scheme provides the most compelling profile of student 
achievement as a result ofservice-learning programs? 
What was lazown before? 
The researcher found three, characteristics of evaluation schemes that are 
fundamentally important to student achievement in service-learning: student 
responsibility, self-assessment, and meaningful feedback. 
In Chapter 2, Dewey (1938) discussed student responsibility. He said that when 
students actively participate in their learning, they are able to construct knowledge that is 
personally meaningful and fulfilling. Bruner (1961) agreed with Dewey, but promoted 
the idea that a student be viewed neither as a passive recipient of information nor as a 
bundle of stimUli-response connections. Instead, a student should be viewed as "one who 
selects and transforms information, constructs hypotheses, and alters those hypotheses 
according to the evidence presented" (Anglin & Bruner 1973, p.59). 
Mentkowski et al., (2000) stated that in order to take more responsibility for 
developing abilities, learners need an increased understanding of what they are doing in 
relation to what they aim to do. Being aware is an essential part ofleaming. If the learner 
understands what is clear and meaningful about a theory or framework, they can then 
determine future strategies for effective production. 
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Within the last decade, student self-assessment has received serious consideration 
as a valid means of assessment. A successful, active and reflective learning process 
includes learner engagement, self-assessment, and feedback. Reflective self-assessment 
helps learners to shape future performance based on understanding both their past and 
present work and their intellectual processes. Tierney, Carter and Desai (1991) assert that 
student self-assessment is at the heart of the assessment movement. They claim that there 
is no reason why students cannot assess themselves on all content and learning standards. 
Mentkowski et al. (2000) also examined how course elements support self­
assessment and awareness of self in a variety ofways: the use ofclear abilities, 
performance criteria that integrate knowledge and ability, discussions with peers and 
faculty, and the regular use of feedback on performing and learning progress. Essentially, 
assessing mUltiple performances in diverse settings in groups and in reflection, leads to 
different kinds of mindfulness about learning. By making the interaction of performance 
and self-assessment an object of the student's learning, faculty give students more 
opportunities to be reflective and to thoughtfully consider their growth as learners and 
performers who are developing a professional identity. Out-of-class activities such as 
service-learning provide students with opportunities for self-assessment. 
Another way for educators to improve learning is to provide feedback to students 
about their assessment efforts and results. A number ofassessment experts have argued 
persuasively for the use of feedback, whether assessing learning in general education, the 
major, or other classroom components such as service-learning. 
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In traditional assessment of service-learning components. instructors have 
generally provided no feedback to students regarding their experiences. The literature 
suggested that students seek reassurance and verbal feedback from their community 
partnerS and instructors. In addition, one-on-one feedback evaluation with the instructor 
made students more responsible for their learning. 
Wiggins (1998) has been one of the most effective voices in arguing for the use of 
feedback as a way to improve student learning. Wiggins believes that assessment 
should teach as well as measure and that it should provide Urich and useful 
feedback to all students and to their teacher" (p.43). Assessment activities are seen as a 
natural part ofthe learning process and issues of student motivation are maximized. In 
addition, Wiggins argues. "feedback is most effective ifit occurs along with assessment 
activities providing commentary that is "rich, clear. and direct enough' to help students 
self-assess and correct their perfonnances" (p.4S). 
What did the researcher learn? 
Perhaps the strongest evidence of achievement was that the students could self­
assess their learning, receive valuable feedback, and be accountable for their learning. 
The SLAT techniques required students to reflect and therefore self-assess their own 
learning preferences, strengths and styles. In most cases, the participants used the 
Service-Learning Improvement Plan which provided the best proof ofall three areas. By 
using this method, they enhanced and validated their learning. The comments from the 
students and the instructor suggest that when challenged to take on their own learning 
process, they were eager to meet that challenge and ultimately succeed. 
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The SLAT also generated valuable feedback and facilitated reciprocalleaming 
between the instructor and students. Instructors had improved contact with the students 
and thus the students became more involved. Many students believed they had 
"ownership" in their learning when they were being personally evaluated by the 
instructor. The students in this study especially like the opportunity to pick and design 
their own assessment option. The SLAT empowers students to document their activities 
and be accountable for their service-learning experience. 
Overall, the participants of this study had a better idea ofhow they were doing in 
class because they utilized the SLAT. The instructor commented that she had a more 
accurate picture of their overall academic performance beyond the usual English writing 
assignments. The instructor stated during the post-interview that the students who 
participated in the study had grown significantly beyond the other students in the class. 
The performance-based tools held the instructor and the student accountable for their own 
learning. The SLAT provided specific ways for students to demonstrate what they 
learned from the outcomes designed. 
What conclusions could be made based on the findings and any other related 
information? 
The researcher concludes that the SLAT, when implemented correctly and fully 
integrated into a course, provides a complete, clear profile of student achievement at 
several stages of their development. These tools provide the students with mUltiple 
opportunities to self-assess and receive feedback. Because students are held responsible 
and accountable for their learning, they learn better and demonstrate more growth than 
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students using traditional evaluation instruments. For these reasons, the researcher 
believes that the SLAT is the best current evaluation scheme to profile student 
achievement in service-Ieaming programs. 
Limitations of the Study 
Although the study was designed to provide a more comprehensive approach to 
assessing educational development ofstudents in service-learning, it had several 
limitations. 
Design ofthe Study 
Perhaps the most serious limitations are rooted in the design of the study. 
Specifically, the study did not employ a design that could fully explore the non­
equivalence of the student groups. The sampling of the study was one of convenience. 
Thus the researcher had no control over the makeup of the student groups or the actual 
experiences students encountered inside and outside their classroom. Consequently, 
although some significant differences were found, these findings might have been due to 
the unexamined students who did not participate in the study_ None ofwhich was taken 
into account. 
The study also did not take into account many characteristics ofthe participants 
such as grade point averages, educational backgrounds, and/or overall demographic 
factors, all of which may have affected the outcomes of the study. 
Unfortunately, the limited access the researcher had to the students at the 
community parmer site and during classroom time, did not allow for further exploration 
ofpotentially infonnative data about the students and the programs. Future studies of 
145 
service-learning assessment should consider more sophisticated design so that important 
differences between groups can be more fully accounted for in the analysis. 
Selection Bias 
The purpose of this study was to examine previously un-addressed assessment 
issues ofstudents participating in higher education service-learning programs and to 
determine if the development of the SLAT fostered different outcomes. To do this, the 
researcher searched for higher education instructors using service-learning who matched 
specific study requirements: their students could pick their own community site 
placements, they would allow the researcher to interrupt class time to work with students, 
and they were willing to participate in a four-hour training session. The researcher could 
only locate three 2-year institutions in Maricopa County, Arizona with faculty that fit this 
description. In the end, only one of these schools participated in the study. 
Given this scenario, it is very possible that researcher selection biases might have 
influenced the results of the study. For example. the two schools that were initially 
identified for participation were recommended for their outstanding service-learning 
programs by experts in the field. The school that did participate in the study considered 
engagement ofstudents in the community as an important part ofthe school's overall 
mission. The instructor who participated in the study was described by their site 
administrators and service directors as "fantastic", '-Wonderful with the students", and 
"very cooperative." Therefore. it is possible that the significant differences found was 
due to the fact that the instructor was already using an effective service-learning 
classroom model. The results might have turned out differently if the service-learning 
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components had been less recognized or had been taught by a less able or less 
experienced instructor. 
Another limitation of the study was the embodiment of the student sample. A 
study is most likely to have a representative sample when all members of the population 
have an equal chance ofbeing selected in the sample (BabJ,ie, 1975). However, in this 
study, members of the schools' whole service-learning program and community partners 
did not have an equal chance ofbeing selected. Based on the researcher's criteria for 
student involvement, the researcher decided which instructors could have the opportunity 
to participate. Therefore, the study's sample is based primarily on self-selection at 
various levels of the design. This is important to note since this selection bias may have 
produced results that misrepresent service-learning programs' outcomes for the general 
student popUlation. 
Independence ofSLA T 
Another limitation of the study was the assumption about the independence of the 
SLAT tools and educational targets. The study results of each target were considered 
individually without much regard to the inter-relationship between and among the targets. 
Findings from the analysis suggest that there is significant crossover between the targets. 
The study found that, at times, outcomes for individual students spanned across many 
targets. Perhaps future researchers may want to investigate the interdependence of these 
targets by designing a study that employs other appropriate analysis techniques. 
The researcher also found that because she required the instructor to use three of 
the six educational target rubrics for the study it may have influenced the overall findings 
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of the study. Both the instructor and the students commented several times during the 
study that they felt that the requirement of three rubrics was overwhelming. Perhaps in 
future studies, only one or two educational targets should be considered at a time. 
Assessment Training 
Despite recent changes in higher education reform, the assessment norm is still 
the use oftraditional measurements such as tests. In a perfect higher education world, 
there would be no need to train educators on the benefits and advantages ofperformance­
based assessment techniques. But the researcher found that she should have spent much 
more time training the instructor on the use of performance-based techniques and SLAT 
instruments. 
Limitations ofInstruments and Measurements 
The greatest criticism of this study is likely to come from those who will question 
whether the SLAT or participants' post-interviews, journals, and observations, in and of 
themselves, can sufficiently ascertain students' development in each of the educational 
targets central to this study. In other words, can the measures and data sources used in 
SLAT truly determine whether or not students have had significant development in the 
six educational development targets? 
The extent to which individual students' educational development ca be 
accurately assessed remains in question. For the most part, the data upon which the 
results are based are from the post-interviews, student journals, instructor post-interview, 
community partners, and site administrators. This information was supplemented by data 
about the students provided by the instructor. While the researcher did conduct some 
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observations and reviewed samples of student work. these data, in and of themselves, 
were insufficient to be able to draw any fmn conclusions. Academic development was 
especially difficult to capture. For the most part, inferences regarding the outcomes of 
students' had to be made primarily based on students' own accounts of their degree of 
learning. overall content mastery, and attitudes toward school. 
Unfortunately, in order to maintain confidentiality and due to time constraints, the 
researcher was not granted permission to observe participants throughout the day or 
review individual student school records. This imposed serious limitations on the 
researcher's ability to capture some important hard evidence about student outcomes and 
other issues that were perceived by the researcher to be interesting or informative. 
Implications ofStudy Findings 
The significant impact on students found by the study makes a strong case for 
adopting the SLAT. But beyond simply highlighting the potential outcomes of service 
programs, the findings of this study have several implications for better understanding 
how service-learning affects students. In addition~ the findings provide insight for 
developing more effective means of researching the outcomes on students' service­
learning educational development. 
Individual Student Contributions 
Although an appropriate service-learning project potentially can be developed for 
every student, every student is not likely to benefit from the service-learning project in 
the same way. One of the emerging themes of the study implies that the individuality of 
the student should be taken into account when investigating the outcomes of service­
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leaming programs for students. The interplay of a student's prior service experience, 
motivation to do service, enthusiasm for particular service activities, and personal 
interests and talents appear to have a strong influence on outcomes the student achieves. 
The importance of accounting for this was noted by Conrad (1980) who in his study 
found that experiential education program outcomes are predominantly based on 
students' individual experiences. 
Most service-Ieaming research to date has been preoccupied with trying to show 
positive outcomes and has not dealt with the deeper issues of what causes those outcomes 
to exhibit. As service-Ieaming research matures, deeper investigation ofthe educational 
impacts of service-Ieaming wil1likely provide a better understanding ofwhich personal 
aspects have the greatest predictive value for outcomes in the various targets. This 
information will be helpful to educators in designing the most appropriate and effective 
opportunities for students. 
SLA T Definitions 
While there are several distinctions among service-learning educational outcomes, 
there only appear to be slight differences among the six educational targets in this study. 
One reason that no strong distinctions in outcomes were found among service-Ieaming 
activities, may be that the terms used to define the activities are not always used 
consistently_ Terms such as volunteerism, community service, service-learning, 
internships, field education, field studies, community-based education, and community 
service-learning are sometimes used interchangeably (Stanton, 1987). In reviewing the 
literature on service-Ieaming studies, the definitions for the terms used to label the 
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programs under investigation were not consistent across the studies. One researcher's 
definition of internship would be another's definition of service-learning. Even among 
students who participated in the study, the labels applied. Perhaps the inconsistencies in 
the way service-learning is discussed and labeled may have some influence on how 
students approach service-learning and their outcomes. As stated in Chapter 1 and 2, 
researchers studying service programs should clearly define service-learning. 
Recommendations for Future Research 
At the beginning of this study, the researcher stated that the development of the 
SLAT had the possibility to contribute substantially to the field of service-learning. The 
findings suggest that the SLAT provided an excellent model ofperformance-based 
assessment techniques that could transform the way service-learning educational 
development is assessed. There is still, however, much more research to be done. 
One area for further study is the impact of the SLAT on a larger group of 
students at different educational levels. Because the researcher had few students 
participate in the study and all were enrolled in higher education courses, it is not 
appropriate to generalize the findings across all service-learning programs. Future 
researchers could also test the SLAT on a group of students in different kinds of 
educational institutions, such as high school, four-year, technical and graduate programs. 
Another area future researchers should consider is the voice of community 
members. As the researcher developed the SLAT, she never received any valuable 
contributions from interested community partners. Community partners hold an 
indispensable role to the overall service-learning experience. The partners should have 
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the opportunity to give suggestions about educational outcomes. Fwthennore, they are in 
the unique position to be in the closest contact with the students during their service 
expenences. 
The SLAT was designed as a template or guide for generic use. Perhaps future 
research could tailor these tools to specific course curriculum and community projects. 
This would include experimenting with different types of service-learning criteria and 
experiences. 
The researcher also feels that providing a more guided reflection component 
could increase the impact of the SLAT. For example, the instructor could devise prompts, 
which would enable students to reflect and receive feedback on a regular basis. Students 
could also build a dialogue journal between each other in response to guided reflection 
questions. 
F;.nally, several participants suggested that the researcher provide models or 
examples of exemplary work. Future researchers could provide students with more than a 
few examples of different types ofquality work in each category. 
Concluding Remarks 
As more and more higher education institutions encourage students to participate 
in service-learning activities, this study will hopefully provide some insights into the 
merits and benefits of perfonnance-based assessment in service-learning programs. 
Although the study findings suggest that the SLAT influenced the educational 
development of students, it remains unclear as to which outcome targets are enhanced by 
the SLAT. It appears that the educational outcomes for students who engage in service­
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learning are possibly influenced by several intermediate components. These components 
may include the opportunity for the student to take on more leadership roles, develop new 
friendships, explore their interest and talents, and develop a sense of community pride. 
To some degree, the findings of this study support the belief that perfonnance­
based assessment techniques have a deeper impact on student educational development in 
service-learning. The SLAT, however, may really be used as an universal assessment tool 
for all course curriculum. 
As we learn more about student learning and development, it is necessary to 
upgrade assessment/evaluation techniques as well as overall pedagogy to accommodate 
these new discoveries. It is the researcher's sincere hope that the SLAT is a first step in 
this important transformation. 
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Table Al 
Comparison of Common Standards and Learning Outcomes 
Content 
Area 
Common Standards for 
Service Programs 
Learning Outcomes of this Research 
Academic Effecti ve service-learning 
efforts strengthen service 
and academic learning. 
-High order thinking (critical thinking) 
-Communication skills (listening, articulate ideas) 
-Inferred learning skills (nuances that be fully 
explained in a book but are often very important) 
-Positive attitude toward learning (not necessarily 
school) 
Career Know ledge of and some 
experience with service-
related career possibilities. 
-Realistic ideas about the real world of work 
-Learn how to select a personally satisfying job that 
has service related opponunities 
-Develop sensitivity for diverse work population 
-Build teamwork philosophies 
Civic Develop a historical 
understanding of their 
heritage and other cultures. 
-Foster a sense of commitment to continue to be 
active in their community and others less fonunate 
-Have the ability to make a personal difference in 
someone's life 
Ethical Develop moral integrity 
and commitment to truth 
and values. 
- Ability to take responsibility and be accountable for 
actions 
- Build a set of personal values and beliefs 
Personal Develop the ability to cope 
with social change and 
engage in constructive self-
criticism. 
- Awareness of strengths, limits and fears 
- Change in preconceived understanding 
(Mental Models) 
- Willingness to explore new identities in unfamiliar 
roles 
- Ability to take responsibility, acknowledge and 
accept consequences of actions 
Social Develop an understanding 
and appreciation of 
cultures different from 
one's own. 
- More positive attitude toward living and working 
with people of diverse backgrounds 
- Be sensitive or have concern for the welfare of 
others outside their own community 
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Please answer these experience questions. Don't identify yourself or put your ID II. 
Please respond in detail 
Why did you become involved in Service Learning? 
What did you expect to accomplish? 
What did you hope to learn or achieve through your participation? 
Did you accomplish any goals? 
What did you learn about yourself from participating? 
What did you learn about others? 
Did the experience affect your future plans? I.e. career? 
What did you learn from the team or individual experience? 
Has Service learning changed your life? How? 
Academic Area 
Didyour service learning experience: 
Help you become more motivated in classes? How? 

What academic/commwrication skills did you obtain? 

Did it make you think more critically? How? 

Did you acquire any other personal knowledge not taught in a classroom? Real-life 

experiences? 

Help you decide to stay in school and finish your degree? 

Career Area 

Didyour service learning experience: 
Helped you find a career? How? 

Did it make you feel more comfortable aroWld people? Work independently, teamwork? 

Did you acquire better commWlication skills? Presentation skills. writing, etc. 

174 . 

Did your experience improve any skills needed for your career? Which ones? 

Development ofoccupational skills? Ifso, please identify. 

Civic Participation Area 

Didyour service learning experience: 
Help you feel more comfortable working with people ofdifferent ethnicities? How? 
Prejudices? 
Did you feel more comfortable starting conversations with people? 

Did you gather democratic skills? How? 

Did you think you had a positive impact on the community? How? 

Did you feel you influenced others learning or contnbuted to it? How? 
Did you have a clear connection between service learning and citizenship? 
Ethical Area 
Didyour service learning experience: 
Helped you make better ethicial judgements? 

Did you become open to different perspectives? 

Did you believe in standing up for rights, regardless ofwbat others thought? 

Did you accept criticism from others? How? 

Personal Area: 

Didyour service learning experience: 
Make an impression on you? How? 

Did you acquire and personal skills (responsibility, manners)? 

Some educators say that "real learning" means being able to integrate learning in to your 

own behavior? Do you believe this? How? 

What did you learn about yourself from this experience? 

Gather a sense ofpersonal achievement? 

Did it give you a clear sense ofdirection toward the person you want to be? 
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Social Area: 
Didyour service learning experience: 
Help you feel comfortable around others socially? 

Help you meet new people, improve first impressions? 

Help you make a difference in the world? 

Help you tolerate and appreciate others? 

Help you work on social justice? How? 
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Table CI 
Academic Growth Rubric for Service-Leo",;"g: Changes in students' high-order thinking and selr-knowledge or own learning expectations. Motivation 
toward a ruture of lirelong learning. 
Elements 
Communication 
Skills 
Critical 
Thinking Skills 
Personalization-
Values 
Bridges to Real 
World 
Exceptional-3 
Student consistently demonstrates 
in speech and manner an overall 
understanding or words and 
processes used in class Hnd text. 
Communicates with diversc 
audiences in a variety or WllYS. 
Student thoroughly identifies valid 
alternative in prohlem-solving 
situations. Can analyze issucs 
associated with complex suhject. 
Can suhslllntiatc or justify choices 
made in decision-making. 
Student uSUlIlly discovers internal 
interest in ncademic suhject. Shows 
deep :lwarcness or one's own 
underslanding and npprecialio/\ for 
others. Demon-strates interpersonal 
skills and nhility to work well with 
others. 
Student always engages in 
effective interprctations hetween 
lire experiences and classroom 
instruction. Makes thought 
provoking connections with work· 
related situations. Develops 
Level of Quality 
Proficient-l 
Student sometimes demonstrates 
in speech amI manner an 
understanding or words and 
processes used in class and text. 
Frequently communicates with 
diverse audiences. 
Student suhstllntially identilies 
prohlem-solving situations. 
Attempts to analyze issues 
associated with complex suhjects. 
Seeks 10 suhSlantinte or justiry 
decision-milking choices. 
Student frequclltly discovcrs 
interest in academic subject. 
Strives to show deep aware-ness 
of one's uwn under-standing alld 
appreciation for others. Has some 
interpersonal skills and will work 
with others. 
Student attempts some 
interpretations between lire 
experiences i~.ld classroom 
instruction. May seek thoughI 
provoking connections in work· 
related situations and hegins 
Developing-l 
Student rarely demonstrates in 
speech and manner nn 
understanding or words and 
processes. 
May communicate with 
diverse audiences. 
Student ineffectively identifies 
prohlem-solving situmions. 
Might analyze issues 
llssocillled with complex 
suhjects. Might suostuntiU1c or 
justify decision-making 
choices. 
Sludent rarely discovers 
interest in academic suhjecl. 
May show deep Ilwareness of 
one's own understanding. 
Shows few interpersonnl 
skills. Rarely works with 
others. 
Student has rew inter­
pretations hetween life 
experiences and classroom 
instfuction. Rarely has thought 
provoking connections and 
POOf networking techniques. 
Assessment 

Options 

Oral, Written, 

Visual 

)I.­ Oral presentation 
) Ohscrvntions 
)I.- Interview(peer. 
supervisor, 
mentor) 
) Pre/Post Essay 
)i;- Pre/Post Video 
}o- Porlrolio 
};- Email responses 
}o- Teach II lesson 
);- Pre/Post Essay 
}o- Feedback 
evaluation 
}o- Renectioll log 
}o- Emilil responses 
}o- Oral presentation 
);- ReOection log 
)i;­ Portfolio 
)i.> Dialog journal 
networking techniques. networking techniques. ~ughn2002 
-
----~ 
.JNote: Changes in students' attitudes and motivation toward school and learning, understanding of relevance of academic content and overall school 
-.J 
performance (purco 1997). 
Table C2 
Career Exploratioll Rubric for Serl';ce-uat'l/i"g: Changes in student's learning and personal development of career opportunities. Makes decisions thai 
arc discipline related and concentrates energies on deepening their understandings. Fully integrates service into career choices. 
Elements Level of Quality Assessment 
Options 
Oral, Written, Visual 
Exceptional-3 Proficient-2 Developing-l 
Career Student thoroughly analyzes career Student sometimes examines Student rarely explores career }> Oral presentation 
Investigation options and develops strategic 
career plans. Gathers and examines 
rich information and resources 
about proposed career field. 
career options and hegins 
developing career plans. Shows 
few information resources 
ahout proposed career field or 
options. 
options and shows little career 
plans. Gathers no information 
resources ahout proposed career 
field. 
}> Shadowing 
}> )nterviews(super­
visor, mentor) 
}> Pre/Post Essay 
}> Pre/Post Imernet 
Resume Student consistently develops an Student frequently forms a Student rarely considers their }> Portfolio 
Building accurate and detailed profile of 
their skills. Collects materials to 
formulate career decisions. 
Illustrates and highlights skills & 
experiences. 
detailed profile of their skills. 
Collects some materials to 
explore career decisions. 
Examines skills & experiences. 
skills. Collects no materials to 
formulate career decisions. Has 
not considered important skills & 
experiences. 
);> Resume 
}> Pre/Post Essay 
Personal Student is always open-minded. Student begins to be open- Student is always open-minded. )­ Reflection log 
Insights Internalizes skills and knowledge 
gained from new experiences. 
Identifies and analyzes 
accomplishments for evidence of 
natural skills/talents ami academic 
learning. 
minded. May internalize skills 
and knowledge gained from 
new experiences. Frequently 
identifies accomplishments of 
natural skills/talents. 
Shows no knowledge of skills 
gained from new experiences. 
CannO( recognize 
accomplishments of natural skills. 
);> Email responses 
» Pre/Post Video 
» Oral Presentation 
)­ Pre/Post Essay 
Collaboration! Student effectively engages in Student minimally engages in Student ineffectively engages in )- PreIPost Video 
Networking practices that contribute 10 overall 
work environment & works 
towards a specific goal. 
Comfortable relnting and working 
in a variety of situations. 
Demonstrates networking 
techniques. 
practices that contribute to 
work environment & considers 
working towards a specific 
goal. Is seldom 
comfortable relating and 
working in a variety of 
situations. Demonstrates few 
networking techniques. 
practices that contribute 10 work 
environment. Is not comfortable 
relating and working in a variety 
of situations. Has not 
demonstrated networking 
techniques. 
)­ Reflection log 
)­ Dialog journal 
)­ Correspondence 
©Vaughn 2002 ....... 

-...lNOle: Changes in simlents' formulation of career plnns and emphasis on linding a career that is personally rewarding andlor beneficial to others (Furco, 1997). 00 
Table C3 

Civic Participation R"bric for Service-Learnillg: Changes in students' commitment to become involved in activities outside their normal community. 

Elements 
Community 
Involvement 
Intcrpersonal 
Skills 
Model 
Citizenship 
Systems 

Analysis 

Exceptional-3 
Student consistently engages in 
community activities with sustained 
values. Develops participatory skills. 
Encourages others to recognize cultural 
factors and develops functional 
relationship with community. Helps peers 
to resolve problems/differences 
peacefully. 
Student thoroughly enhances political 
knowledge of diverse community issues. 
Develops communication skills and 
expresses idcas and values. Expands 
pcrsonal attitudes towards community 
and is respectful of it's diverse members. 
Develops plan of action and experiences 
Ihe effecl-iveness of Ihoughtful group 
effor!. 
Sludenl consislenlly challengcs polilical 
and civil issues. Makes conncction 
belween community issues and societal 
needs. Is responsive 10 less forlunale. 
Desires 10 engage in polilical issues or 
polilical actions to help communilY 
members. 
Student always demonslrales awareness 
of organizations, which have direct and 
indirect influence on how persons are 
served or dehumanized. 
Level of Quality 
Proficient-2 
Student sometimes engages in 
community activities with 
sustained values. Starts to 
encourage cultural factors. 
Notices relationships with 
community. Considers 
resolving community problems 
peacefully. 
Student becomes more 
involved in political issues. 
Identifies diverse com-munity 
members. Begins to see 
advantagcs for plan of action 
and starts to work with olher 
group members. 
Studenl frequently chal-Ienges 
political and civil issues. Makes 
brief connect-ions between 
community issues and societal 
needs. Shows some comparison 
for less forlunale. Might 
conlribute to Dolilical issues. 
Student frequently shows 
awareness of direcl and indirect 
influence on persons but does 
not understand how they are 
dehumanized. 
Developing-l 
Student rarely engages in 
community activities and 
shows no recognition 
between cultural factors and 
community. Does not help 
solve community problems 
peacefully. 
Studenl hardly ever ack­
nowledges diverse 
community issues and 
seldom expresses ideas or 
personal attitudes toward 
community members. No 
preparation for action plan. 
Has problems with group 
members. 
Sludenl seldom chal-Ienges 
polilical and civil issues. 
Makes no connection 
between community issues 
and socielal needs. Has no 
desire to participate in 
political issues. 
Student rarely recognizes 
how organizations have a 
direct and indirect influence 
on persons they serve. 
Assessment 

Options 

Oral, Written, Visual 

) Reflection Log 
) Pre/Post Essay 
) Dialog Journal 
) Oral Presentation 
) Pre/Post Video 
) Reflection Log 
~ Oral Presentation 
~ Pre/Post Essay 
~ Refleclion log 
) Oral Presenlation 
) PrelPost Essay 
~ PrelPost Video 
) Dialog Journal 
) PrelPost Video 
) PrelPost Essay 
) Oral Presentation 
©Vaughn 2002 
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\0 
NOIe: Chnnges in siudenis' nwareness of socielal issues and willingness 10 luke on Relive roles in Ihe community (Furco, (997). 
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Table C4 
Ethical GroWlh R/lbric for Service-Leaming; Changes in students' exploration of surrounding communities and become advocates of ethical hehavior 
and justice. Gains new insight about others' moral challenges. injustices and misconceptions. 
Elements Level of Quality Assessment 
Options 
Oral. Written. Visual 
Exceptional.) Proncient-:! Developing-) 
Moral Student always displays sensitivity 10 Student frequently displays Student rarely displays )l- Reflection Log 
Reasoning ideas and needs of others without 
dismissing or degrading them. 
Constantly debates ethics and 
freedom issues. Develops detailed 
ethical framework. Exchanges ideas 
of values clarification. 
ideas and needs of others 
without degrading them. 
Occasionally converses about 
ethics and freedom issues. 
Outlines ethical framework. 
Looks for values clarification. 
idem; and needs of others 
without degrading them. 
Irregularly converses about 
ethics and freedom issues. 
Looks for ethical 
framework. Considers 
values clarificmion. 
)l­ Pre/Post Essay 
)l- Dialog Journal 
)l- Oral Presentation 
Attitude Student consistently expresses non- Student frequently expresses Student rarely expresses )l- Reflection Log 
Development judgmental altitudes townrd others' 
values. Encourages development of 
good hanits and hehavior. Accepls 
different character heliefs and 
philosophies. Takes into account 
minority views. 
aUitmles ahout others' values. 
Considers the development of 
good habits and behavior. 
Modcnltely accepts different 
character heliefs. Contemplates 
minority views. 
attitudes about olhers' 
values. Senrches for good 
habits and behaviors. 
Begins to accept different 
character beliefs. 
);. Oral Presentation 
~ Pre/Post Essay 
j 
Character Student thoroughly commits 10 Student sunstantially commits Student partially commits )l- Reflection log 
Formation learning, respect for the truth. 
compassion. honesty, and the inner 
strength and determination to pursue 
well-defined goals. 
Develops sense of accountability for 
their actions. Heightens awareness of 
character develop-men!. 
to learning. compassion. 
honesty and pursuant of well· 
defined goals. Moderately 
develops sense of account­
ability for their actions. 
Improves character develop-
men\. 
to learning. compassion. 
honesty and pursuant of 
well-defined goals. Begins 
to develop sense of 
accountability for their 
actions. Considers 
character development. 
~ Oral Presentation 
)l­ Pre/Post Essay 
©Vaughn 2002 
Note: Changes in students' attitudes for standing up for what is rillht. willingness to participate on behalf of justice. and their ability to beller distinguish 
between right and wrong (Furco, 1997). ..... 
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Table C5 
Per.fOllal Growllt RllfJricfor Sen'icc-Learnillg: Changes in students' choices that demollstrate the integration of information they gain about themselves 
through self-discovery. Identify connections with other students who share same personal values, sense of satisfaction and accomplishment. 
Elements Level of Quality Assessment 
Options 
Oral, Written, Visuul 
Exceptional-3 (Iroficient-2 Developing-t 
Leadership Siudent consistently displays leader-ship Student frequenlly displays Student rarely displays leadership )­ Oral presentation 
Skills qualities and related character traits. 
Demonstrates capacity to lead. llbility to take 
action and effective-ness in accomplishing 
goals. Takes primary role in decision-making 
process and exercises leadership ill student-
owned gatherings. 
leadership qualities. Shows 
capacity to lead, ability to take 
action and 10 eSlablish goals. Still 
looks to someone else as decision-
maker and leader in student-owned 
gatherings. 
qualities. Begins to demonslrale 
capacity to lead. but does not lake 
IIction 10 estab-lish goals. Is il 
follower slUdenl-owned 
gatherings_ 
~ Reneclion Log 
)­ Pre/Post Essay 
)­ Portfolio 
Self· Student always expresses higher aspirations Student sometimes expresses Student inerrectively expresses ) Portfolio 
Knowledge and understandings of self-empowerment. aspirations of self-empowerment. aspirations of self-empowerment. )­ Oral Presentation 
Discovers sense of spiritual growth. 
Acknowledges benefits gained from servicc-
Few thoughts of spiritual growth. 
Considers bcnelits gained from 
Few thoughts of spiritual growth. 
No exploration of benefits gained 
) PrelPost Essay 
learning. Finds intrinsic worth. service-learning. Respects intrinsic from service-learning. Observes 
worth. intrinsic worth. 
Empnthy Studelll effectively develops high level or 
concern for others and fully commnnicales 
experience in explicit manner. Identi lies 
connections with other students who share 
per~ollnl values, sense of satisfaction and 
accomplishment. 
Student moderately develops a 
level of concern for otbers and 
starts communicating experience ill 
explicit manner. Makes cerlllin 
connections with other students 
who share values and 
accomplishments. 
Student ineffectively develops a 
level of concern for others nnd 
cannot communicate experiences. 
Makes no connections with other 
students. 
) Reflection log 
) Pre/Post Video 
)­ Oral Presentation 
) Pre/Post Essay 
Stereotype Student consistently appreciates and accepts Student frequently appreciates and SlUdent rarely appreciates or ) Renection log 
Challenges 
~ 
people from different cullures. Demonstrates a 
sense or acceptance for everyone encountered. 
Develops a more positive view of people 
compared to own biases. 
accepts people from dirferent 
cultures. Shows a certain 
acceptance for everyone 
encountered. Develops a moderate 
view of people compared to own 
biases. 
accepts people from different 
cuhures. Begins to deVelop n 
view of people compared to own 
biases. 
)­ Dialog journal 
) Correspondence 
)- PrelPost Essay 
©Vaughn 2002 
-
Note: Changes in students' self-esteem, sense of self-empowerment, and overall leadership skills (Furco. 1991). 
-
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Table C6 
Social Challge Growlh Rllbric for Sen';ce-Le(/mitlg: Changes in students' perceptions toward social justice, racism, c1assism and economic status. 
to sense a shared purpose of social imoact with raciallv and culturullv diverse 
Elements Level or Quality Assessment 
Options 
Oral, Written, Visual 
Exceptional.3 Proficient·2 Developing.t 
Cultural 
Challenges 
Change Agent 
Siudent always communicates principles of 
oppor\unity, equality, civility and respect 
for all people. Readily accepts all 
socioeconomic groups. Shows mutual 
respect for different elhnic populaliolls. 
Siudentthoroughly expresses alternatives 
for issues of discrimination. inequity, 
Ilrejudice. harassment. and violencc. 
Advocatcs education and empowerment to 
diversity grouJls. 
Identifies high concerns of social justice 
and inequnlities of opportunities anll 
resources. 
Siudent frequently commun-icales 
opportunities, civility and respect for 
all people. Moderately accepts all 
!lodo-economic groups. Considers 
mutual respect for di fferelll ethnic 
populations. 
Studenl substantiall yexpresses issues 
of discrimination. prejudice and 
harassment. Moderately advocates 
education to diversity groups. Shows 
concerns of social justice and 
inequalities of opportunities and 
resources. 
Student rarely communicates 
opportunities, civility and 
respect for all people. Begins to 
accept all socioeconomic groups. 
Shows lillie respect for different 
ethnic populations. 
Student partially expresses 
issues of discrimination and 
harassment. Shows few 
considerntions to diversity 
groups. Shows little concern of 
social justice. 
). Oral presentation 
) Reflection Log 
) Pre/Post Essny 
) Pre/Post Video 
). Portfolio 
»­ Oral Presentation 
) Pre/Post Essay 
Social SlIldent is consistently identifying clements Student frC(lllently associates Student rarely discovers )i;. Reflection log 
Transrormation of character, tmst-worthiness, respect. clements of character, respect, and elemenls of character. respect. ) Pre/Post Video 
responsihility. fairness. caring with good 
citi7.enship. Continuously promotes 
principles of social justice in order 10 work 
responsibility with good citizenship. 
Occasionally promotes principles of 
social juslice in order 10 work in 
!lnd responsibility with good 
citi7.enship. Irregularly 
recognizes principles of social 
) Oral Presentation 
) PrelPosl Essuy 
effeclively in global workplace. global workplace. justice in order 10 work in global 
workplace. 
Self SlIldenl consistently seeks information Student substantially searches for Student partially looks for ) Reflection log 
Education about social change issues and is willing to information about social change information about social change ) PrelPost Essay 
cducate themselves about those issues. issues and considers educating isslles and is nOI yel willing to 
themselves about those issues. educate themselves about issues. 
©Vaughn 2002 
Nole: Changes in students' ability to work with others and altitudes toward those who are culturally and racially different (Furco, 1997). 
...... 
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STUDENT -FRIENDLY RUBRICS IN SERVICE-LEARNING 

Table OJ 
Studem Friendly Checklist for Academic Growth ill Service-Learning 
Elements 
Student demonstrates ability to: 
Level or Quality 
~ ~'It ~ ~o oltJ#\' o~~ ~ ,,'" :\:
"Ci ~ ~oQ.<r,,~ ~\o ~fj
<y1tJ 
Assessment 
Options 
Oral, Written, Visual 
~ommuniclllion 
Skills 
Ir:xpn:ss ideas denrly 
iAdjllsllOne & slylc 10 nudlence 
ruse languages lind mannerisms common 10 community members 
ncoll}(lrlltc ilew words inlo Iheir vocabulary 
0 0 0 
0 0 0 
0 D D 
0 0 D 
)l- Ornl presen'nlion 
);> Observntions 
);> Intervicw (peer, SUo 
pervisor, mentor) 
).> Prell'osl Essny 
)­ Pre/POSI Vidco 
Critical Thinking Skills ruse \Ollriely or complex reasoning process 
iAnalYl.1:" infn & siltmtions in specific wlIYs 
Idcnlify & (Jc~.:rihc iIllPI)r1l1n1 crilcrin 10 usc when I cvaluolle my choices 
~lcarly Siaies opinion on lopie & cl'.ploins rcasons ror Ihm opinion 
D 0 0 
0 0 0 
0 D 0 
0 D 0 
);> portrolio 
);> Email responses 
)l- Teach Blesson 
.. PrcI"OSI E.~sny 
Personalization-Vnlues Rcgin 10 undcrsland course work ilnd how il fits inlo real·life siluillions 
.islellio recdba.:k eonslOiclively 
)pcn In mher's ideas 
Jc more preparcd ailll rccl responsibility 
..00" preseolable allil dean 
~onsillcr Ihcmsclvcs mentors 
U U U 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
).> Fcedback cvnlunlion 
I' Reneelion log 
);> Emllil responscs 
~ridges 10 Real-World ~lIkc conneelions from class 10 life nnd cOlllnmnily 
~ry 10 change SllIllIlions Ihal don', work 
r,vork In help achievc the goals of group or service panner 
~ork pcnccflllly wilh communily 
Ifnlk 10 c(lmmunily panner IlboUI hclprul illclls 
---_.­
----­
0 0 0 
0 0 0 
0 0 0 
0 0 0 
0 0 D 
);> Oral prcscnlalion 
);> Reneclion log 
» Portfolio 
» Dinlog Journal 
~Vaughn 2002 
N"rt: S'ud~nt should he seeking academic growth in the rollowing: Ibcfplionnl: Consislenlly demonstrates a deep understanding of skill 
Transform.1tion in studenu' a!lilUdes and enthusiasm toward learning, grasp of subject mauer, Proficlenl: Dcmonslrales maslery nnd some applicalion of skill 
Apprecintion ror hard wot!.: and l1!alize value of academics Developing: Demonslrates 3n inilial undrrstonding or Ihe skill -00 
,J:o. 
- -
Table D2 
Stlldellt Friel/dly Clwcklist for Career Exploratioll ill Service-Learnil/g 
Elements 
Care.:r Investigation 
lResume Building 
lPersonal Insights 
~ollaborationINetworking 
~tudent demonstrates ability to: 
nvcstignlc career options on internel 
~egin to analyze different careers 
~alk 10 people in cnreer field 
~cscarch salaries and careers with service aspects 
legin lisling skills. IlccOInplishmenis and knowledge acqUired at servke experience 
luild sample resumes nnd becomc fmlliliar with cnreer choice 
~onsider service connections in career choice 
balher paperwork and research potenti,,1 employers 
k open-minded 10 all coreer oplions, not just careers Ihnl mnke a 101 of money 
nlcrnnlil.e feelings ahUUI service partners 
~ok at persoll:!1 skills nnd talents to Sl'C how skill~ llIighl contribule 10 community 
~olllparc skills developed al sen'ice sile witb those frolll class 
~iSCUSS wilh othcrs career choices 
ake valuahle conneclions with friends-network wilh friends 
,Vork well with olhers bill may work independenlly 
t"'"rib"" '" ,,""" ''"'r'''' '"'m,m'"
olloworders nnd praclices "I sile 

ny consider giving advice 

Level or Quality 
~ .o~ :I.~~ .~~ .~4;~'!. l.f.I~ .n" 
i'.+c; .o~ ;-.o'!.
v ()'- ~~ 
'\0 (J/(, 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
o 0 0 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
Assessment 
Options 

Oral, Written, Vlsua) 

}. Oml presentation 
~ Shadowing 
~ Inlerview (peer. su­
pervisor. mentor) 
} l'rclPost Essay 
... Pre/Post Video 
I» Portfolio 
... Resume 
)... I'reJI'ost Video 
~ Oml I)resenlntionI j;. Pre/Post Essny 
)... Prcll)osl Video 
)00 Reneclion log 
, Emnil rcs(lllllscs 
Il> Correspondence 
);> Reneelion Log 
>- IlrclPosl Video 
). Dialog Journnl 
eVoughn 2002 
-00 
Nalt: Smdenl should be seeking ncaikmie growth in tbe (0110 wing: E.cepl/onol: CONi~tcnlly demoNlraics a dccp understanding ofskill \.II 
Transformation in $llIiknis' Ie~rning Dnd personal developnlC!nt of CDrccr oppolluflities. Proficient: Demonstrates mastery and some application of skill 
Appro.lchts carer:r plans wilh open mind and service inlcnl. DenloplnK; DcnlOlIStraics an initial understanding or the skill 
...
.­
-
- - -
Table D3 
Stlldelll Frielldly Checklist for Civic Participation ill Service-Learning 
Eleml.'nls Level of Quality Assessment I 
Student demonstrates ability to: ~ S, Options.o~ l\. .~f 'fI~ o~ Oral, Written, Visual
"fI ~\t.~ ,l} «,~ ~<.o <iJ 
~tart mcdinlion classes or program (It site. Explain bi!nefitsto mediationCommunity Involvement ~ Oml presentatinn0 0 0 ),> Rcneelion Log~omll1l1nicalc responsibility to help, serve and give back to others 0 0 0 lo> Dialoguc Journal 
,..Share Experienccs nnd reelings ror cllIlllllunily mcmbers Prell'osl Essay0 0 0 ),> Prell'ost VideoDesire 10 join political group and vllte 0 0 0 
),>Jecollle awarc of conllllllllily m:cds. "Awareness of ovemll differences"~nterpersonlll Skills Reneelioll Log0 0 0 )0­ Dml Prescntlilionl-\cknowlcdllC and accepl differences. Encourage differences 0 0 0 ),> PreiPost Essny 
)evelop IIfganilallmlld ~kills. (Use of calendnrs, on· lime, ncn,"es.~":le:l/l) 0 0 0 
0 0 0 
0 0 0 
Respect others evcll though Ihcy Illay not ogre!! wilh the way they live 
Visualize where olhers have come from-disagrees wilh lIlanv stereotv('ICs 
Modcl Citizcnship Begin 10 consider local/national politics 0 0 0 ),> PrclPnst Viden ),> PrclPOSI E.~say)esire invoh'cmcnt in agencies which help less fortunate )0- Renection Log 
'cel helplessness for pllor/non-citi7.ens 
0 0 0 
~ I>inloguc Journal I0 0 0 }> Oral Presentation~xntnine other avenues for less fortunatc anti pl/ll;e In get help 0 0 0 
Systems Analysis ~ok careflllly 1I1 where people work and how companies contribute to community Oral Presentntion0 0 0 ),> J;. PrclPost Essay
ronsider hO\\l people gel in this predieamenl 0 0 0 ~ Pre/Post Video 
~ecognizc others' contribulions 10 society 0 0 0 
eVaughn 2002 
Nor~: Sludem Sl"lUI" be seeking academic grnwlh illlhe following: F.xcepllonlll: Consislenlly demonslrales • deep undemRnding of skill 
....TranSrolTfl.ltion in students' communily involvemenl nnd dcvelopmenl ort.:11Owlcdge of rronclenl: DemollSlrales fIIIIslcry Rnd some opplienlion of skill 00
currenl political issues. necomes advocale for less rortunalc in communilY· Dc_eloping: DemollSlralcs an inilialulltiersconding or Ihe skill 0\ 
Table D4 
SWdelll Friendly Checklist for Ethical Growth ;11 Service-Learning 
Elements 
~tudent demonstrates ability to: 
Level of Quality 
~~ ~o ~ 6'~ ~~,fj ~~ OS ~.. 
.~I!!o ~o~ ~fj 
<:J"" 
O
Assessment 
Options 
ral, Written, Visual 
I 
Moral Reasoning ~ecollle sensilive 10 olhers' idells 
)iscuss elhical issues with classll1i1!Cs, family IIml friends 
Self-reneel on internnl vnlues 
)clennine community memhers feelings anti considers Ihelll equals 
0 0 
0 D 
0 0 
0 0 
0 
0 
0 
0 
~ 
ll> 
);. 
)-
Oml prescnlalion 
Reneclion Log 
J)inlogue Journal 
l'rclPosl E.~sny 
I 
Atlitude Challenges ~ink minority views wilh own ideas 
)cvelop passion 10 ICllrn in clusscs lind from others 
leeollie nOli-judgmental 
f'\ccepl different beliefs nnd values rrom cultures 
~ncoumgc good behaviors within CllIlllllunily members 
0 0 
0 0 
0 0 
0 D 
D 0 
0 
0 
0 
D 
D 
);. 
);. 
» 
ReneClion Log 
Oml Presentation 
PrclPust EsslIY 
Character Formation Bave self-respect 
~slen 10 recilhl1l:k conslmclivcly 
'ric open 10 others' ideas 
Be more prepared and feci responsihilily 
.ouk professionnlnnd c1elln 
D 0 
0 0 
D 0 
D 0 
0 0 
D 
D 
0 
0 
0 
~ 
);. 
» 
Feedhack evaluation 
Emllil Responses 
ReneClion Log 
I\')Vaughn 2002 
Nl'Itt: Student should be seekinc academic growth in lhe followinc: 
TI'lIIl$f0flll011ion in sludenls' lIwarenrss or mol'lll challenges, considernlion of individuals' 
ideas and misconceplions of ethical issues 
Exccl,llnnDI: 
Frondent: 
OenloplnJ:: 
Consislently demon"rates a deep underslanding of skill 
Demonslrates ,",ulery and some applicalion of skill 
Demonstrates an inilial understanding of Ihe skill 
-00 
....J 
- - - -
- - -
-

Table 05 
Stlle/elll Friendly Checklist for Personal Growth ill Service-Learning 
Elements 
Student demonstrates ability to: 
I.evel of Quality 
~ ~:~ ~ ,~40
*,0 . f(;~ fi' tJ~ ~c..~ :-,.0~"r-v ~\o <:)t.~~ 
Assessment 
Options 
Oral, Written, Visual 
I 
~A.!IIdership Skills lecmnc olltspoken ~nd givc advice or information 
Identify important and IIsefnl choices (or dccision·making tnsks 
Take charge in problematic group sill/alions 
Assllme responsihililY for actions 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
~ Oral presentiltion 
~ Relleclion Log 
~ Pre/Posl Essay 
),> Portfolio 
Selr-Knowledge Need to give hack to community 
lccmne sumeone who enn make a difference 
'l'cllhe "puwer" mill rewllrds of helping OIhers 
)evclop pCl'sonalnlUlerstamling of comlllunily memhers 
lccolllc more I:onfidcnt nnd seJf"nv;lre in personal development 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
0 D D 
),> Portfolio 
~ Oml Presentation 
};­ PIe/Post Essny 
I 
!Empathy AcknOWledge similarities between cOllllllllnily members (poor vs. rich) 
Share experiences with friends and fnmily. f)iscuss snme "tllues 
lecml1e lIwarc of valuc tl) give 10 olhers 
Develop cmotional wnccrn for eornnllmity lIIelllher~ 
0 0 0 
0 0 0 
D 0 0 
0 0 0 
);. Pre/Post Vidco 
}. Pre/Post Essay 
};- Rellection Log 
~ Omll'resentntion 
~tereotype Challenges ~cdllcc Iypical stcrctllypes. "Poor people nrc poor Cor II reason" 
pcveloptolerance and acceptnnce of others 
~pprccillle different cultures and heliefs 
0 0 0 
0 0 0 
0 0 0 
li> Correspondcnce 
).. PrclPOSI Essny 
).. Dialogue Journal 
~ Reneclion Log 
I!;)Vaughn 2002 
Nnrc: Siudenr should be seeking academic growlh in 111" following: Excepllonal: COIl5islenlly demonslrnlcs nIkep underslanding of skill 
....Transformalion in sludents' discovery of Ihenuelves through Iheir ~crvice-learning npcrience Proficlenl: Demonstrates mnslery and some application of skill 00
and Ik\"elop sense of satisfaction nnd accomplishmt'nL Otntoplng: Demonsllales an inilial understanding of the skill 00 
- -
----------
-
Table D6 
Studellt Frie"dly Checklist for Social Growth ill Service-Lea,."ill8 
Elements Level of Quality Assessment 
Student demonstrates ability to: ~ ~ .~40 Optionsi:.' 'I!i Ft ~o s.,c." eO Oral, WriUen. Visualc.lI~ ~,o ~~ ~.,: " 
Cullural Chlillenges Acknowledges culluml and social economic classes 0 0 0 Ilo> Orlll prescnllliion 
)i> Refleclion I.ngRespeci clhnic!li rrercllces 0 0 0 l> PrdPosl Essay 
Apprccime and villl/c di((erenl cllilllres );. PrdPosl Video0 0 n 
View posilive IlSIJCCIS (If cOllllllunily memher heriln';c 0 0 0 
J;.Cbange Agent Voice conccrns abmll discrimination, prejudice, violcnce lind haraSS/ncnt Ponfolio0 0 0 
".. Oral Prcscnllllion
')(press imponl1m:e of school, espccilllly college );. Prdl'osl F..~say 
Influcnce nnd convince comnlllnilY members imporlance of sdf·wonb 
0 0 0 
0 0 0 
~how cOllllllunil), mcmbers how 10 make a difference or 10 improvc Iheir own 0 0 0 
'omlllunity 
~ocial Tr:lI1sfnrmalion Promole fllirness alld jllslicc for 1111 cOllllllunily IIIcmhers Ilo> Pre/Post Video0 0 0 )i> PrefPosl EssllYAcknowh:dgc global ramificalions , Renection tng0 0 0 );.Relale comlllunity needs wilh social issues Oml Prescntation0 0 0 
Idenlify elemcnls uf dmmeler, II1ISI. respecl, responsihility, caring in cOllllllunilY 0 0 0 
0 0 0 'J;.Read and discuss jonmal anidcsfhollks ahoul social chllllge" PrdPosl E.~sIIY ~ Rcfleclion tng ~()Cial F.d nellrinn ~dllcllte others aholll 101'111 issllcs 0 0 0 
OVaughn 2002 
'--
Nntt: SIIuleUl should he seeking academic growth in lhe: rol1owlng: Exteptlonnl: COllsislCnlly demonstrales II deep undemanding or skill 
Ttansrormation in sludenls' IlCrceplions lownrds social·juslices. racism. and socioeconomic Prondenl; Demonstrale. ma..ery and some application or skill 
equality. Awareness or siltial imp"l on racially anll cullurnlly diverse populAlions_ Oneloplnll: Demonslnlles lin inilial understanding or the skill -00 \0 
... 
APPENDIXE 

SERVICE-LEARNING SKILLS CHECKLIST FORM 

191 
Analyzing Persuading 
Appraising Planning Activities 
Adapting Predicting 
Adjusting Presenting 
Categorizing Prioritizine: 
Advising Questioning 
Assessing Reading 
Assisting Reasoning 
Building Recommending 
Communicating Relating 
Coaching Reorganizing 
Collaborating Researchine: 
Computer Word ProceSSing Resolving 
ConferringlConferencine: Self-Assessing 
Counseling Sensing 
Designing Serving 
. Estimating Setting Goals 
Evaluating Sharing 
Following Directions Speaking 
Giving Summarizing 
Helping Teaching/tutoring 
Interviewing Team-building 
Judging Tutoring 
Listening Understanding 
Managing Time Using Computer databases 
Negotiating Using computer spreadsheets 
Observing Visualizing 
Perceiving Writing 
©Vaughn 2002 
APPENDIXF 

ABILITIES ENHANCED BY SERVICE-LEARN1NG SHEET 

193 
Personal Growth - applies to the development of characteristics related to self-improvement and 
self-actualization. 
• Self-confidence and self-esteem 
• Ability to take risks and accept challenges 
• Self-understanding 
• A sense of usefulness and purpose 
• A sense of identity 
• Personal values and beliefs 
• Independence and autonomy 
Social Growth - includes the social skills that are necessary for relating to others in society. 
• Communication skills 
• A sense of belonging 
• Leadership skills 
• Peer team affiliation 
• Ability to work cooperatively with others 
• A sense of caring for others 
• Acceptance and awareness of others from diverse and multicultural backgrounds 
Academic or Intellectual Growth - encompasses the cognitive skills necessary to enhance 
academic learning and acquire higher level thinking skills. 
• Application of knowledge. relevance of curriculum 
• Problem-solving and decision-making skills 
• Critical thinking skills 
• Skills in learning from experience 
• Use of all learning styles 
• Development of a positive attitude toward learning 
Civic Participation - refers to the responsibilities of participation in a multiculrural society and of 
citizenship in a democracy. 
• A sense of responsibility to contribute to society 
• Democratic participation (informed citizen) 
• Awareness of community needs 
• Organizational skills 
• Social action skills (persuasion. policy research, petitioning), empowerment. belief in 
ability to make a difference. 
Career Exploration is the skills that help students gain work experience and make choices about 
possible career directions. 
• Human service skills 
• Realistic ideas about the world of work 
• Professionalism (dress. grooming. manners) 
• Ability to follow directions 
• Ability to function as a member of a team 
• Reliable working skills (punctuality, consistency, regular attendance) contacts and 
references for furure job possibilities. 
Ethical Growth - refers to the skiils necessary for students to become aware of moral challenges. 
• Accountable for actions 
• Respect, compassion, and non-judgmental 
• Sensitivity to others ideas ©Vaughn 2002 
APPENDIXG 
SCORING RUBRICS FOR SERVICE-LEARNING 
Table G I 
Scoring Rubric fiJr Accuiemic Grow," in Sen/ice Leami"i: 
Student Name:______________ Cllls~: 	 Assessment Option: Dnle:,_____ 
Elements Criteria for Exceptional Self Peer Instructor 
Evaluation Evaluation Evaluation 
Asse.'lsment option displays: Beginning Semester Beginning Semester Beginning Semester 
Feedback/Comments Feedback/Comments Feedback/Comments 
)0- Ideas clcarly and utilizcs words and 

methods found in class and tex!. 

Communication 
Skills 
~ Knowledge of crealive 
communicnlion tools 10 utilizc whcnPossible Points learning.3-2-1 
~ 	 Issues and situations into tasks using 

a vnrielY (If tools. 

Critical 
Thinking 
~ Logical grasp of subject.Skills }l- View with sound argument or 

evidcnce.
Possible Points 
3-2-1 
Personalization­ )- Ncw skills acquired in class. 

~ Scnsitivily 10 others' learning styles.
Vallics 
)- Own capabililies and thc renlily that 

others have different perspectives. 

);> FUiure acndemic goals and needell 

expericnces.

Possible Points 
3-2-1 
Rridges to )- Connection belween classroom 

methods and illens to Ihe "real world
Real World 
of work." 
)- Awareness of "real worldPossible Points 
appronchcs." 3-2-1 
No'e; I) Student uses corrcct pronunciations, spelling and gmmmar ; 2) assessment option conlains rich, vivid and powerful details. 	
..­Overall Comments: ____________________________________ o Vaughn 2002 \0 IJl 
.. .. 	 .. .. 

- - - -
Table 02 
Scoring R"hric for Carerr Exploration in Service Leamitlg 
Student 	 Assessment Option: Date:_____ 
Criteria for Exceptional PeerElements Self Instructor 
Evaluation Evaluation Evaluation 
Assessment option displays: Beginning Semester Beginning Semester Beginning Semester 
FcedhacklComments Feedback/Comments FeedbacklConllllcnts 
}i- Career opliolls. 

}i- Effective career plans 

Career 
Investigation 
}i- Decisions Ihal life related to 
academic gOillsPossible Points 
3-2-1 
,. Iluge collection of materials to 

make career decisions. 

Resume 
Iluilding ,. Service learning rewards. 

);. Skills, experiences and educational
Possihle Points goals.3-2-1 
}i- Open-mindedness 

);. Personal skills and knowledge from 

Personal 
Insighfs 
new experiences. 

}i- Nlltuml skills and accomplishments. 

);. Strengths, weaknesses .lOd
Possible Points challenges.3-2-1 
Collaboration! )l> 	 Appreciation of people from 

different cultures.
Networking 
» 	Comfortable feelings working with 

people.
Possible Points }i-	 Contributions to organizational3-2-1 climate. 

)l> Independently & team member to 

achieve specific goals. 

Note: I) SlUdent uses correct pronunciation, spelling and grammar; 2) assessment ortion contains rich. vivid and powerful details. 	 ...... 
\0Overall Comments: 	 ~ Vaughn 2002 0\ 
--------
- - - -
Table 03 
Scorillg Ruhric jor Civic P(/rticipatioll ill Sen'iCL' Lc(/ming 
_........

_IU.h1.Student Namc' 	 Class' Asscssment Option' Date' 
Elements Criteria for Exceptional Self Peer Instructor 
Evaluation Evaluation Evaluation 
Assessment option displays: Beginning Semester Beginning Semester Beginning Semester 
FeedbacklCommenls FeedbacklCommenlS FeedbacklComments 
);. Engagcmcnt in community activitics 
Involvement 
Community 
with lasting valucs. 

).> Responsihility, giving and rcspcct 

skills.
Possible Points }-	 Recognition of culluml differelll;cs3-2-1 
and relationship with community. 

}- Posilive political issues. 

,.
,. Concepts (rom diverse political 
Skills 
Interptrsonal 
issues. 
,.
,. Communication likills, personal 

ideas and valucs. 

).- Altercd altitude towards community
Possible Poinls 
memhers. 
I 
I 
3-2-1 
I).- Challcnges to political and civil 

issues. 

Model 
Citizenship 
).- Connection between community 
issues and societal needs.Possible Points ,
,. Activist for less fortunate.3-2-1 );- Methods to help community 
members. 
}- Consideration for others' values. 
Systems } 	 Awareness of organizational 

innuences and dehumanization.
Analysis 
Possible Points 
3-2-1 
NOle: I) Student uses correct pronunciation, spelling and grammar; 2) assessment option contains rich, vivid and powerful details. 
Overall Comments: ________________________-:......__________ © Vaughn 2002 
-\0 
-..J 
Table 04 
Scorillg Rubric for £II/ira/ Growlh ill Sel1'it:e Leat'llillg 
'- ••••hl'.Student Name' Class' Assessment Option' Date'_U5",. 
Elements Criteria for Exceptional Self 
Evaluation 
Peer 
Evaluation 
Instructor 
Evaluation • 
Assessment option displays: Beginning Semester 
Feedback/Comments 
Beginning Semester 
Feedback/Comments 
Beginning Semester 
Feedback/Comments 
Moral »­ Sensitivity to ideas and needs of 
Reasoning others without dismissing Of 
degrading them. 
Possihle Poinls 
3-2-\ 
);- Elhics and freedom issues. 
»­ Detailed ethical framework tn 
address wide range of issues. 
Attitude }­ Nun-judgmental altitudes Imvard 
Development others' values. 
);­ Development of good hahits of 
hehavior. 
Possible Points 
3-2-1 
}­ Acceptance of different character 
ideas and altitudes. 
Character }­ Evidence of personal learning skills: 
Formation respect. compassion. honesty. 
responsibility. self-discipline. 
Possible Points 
3-2-1 
giving. 
»­ Determination to pursue well-
defined goals. 
»­ Becomes accountahle for their 
actions. 
NOle: I) Student uses correct pronunciation, spelling and grammar; 2) assessment option contains rich. vivid and powerful details. 
Overall Comments:_______ © Vaughn 2002 
.... 
\0 
00 
Table 05 
Scorillg Rubric for Per.wllal GroWl" ill Sl'n'icl' L'amill!: 
Student Name: 	 Class: Assessment Option: Date:_____ 
Elements SelfCriteria for Exceptional Peer Instructor 
Evaluation Evaluation Evaluation 
Assessment option displays: Beginning Semesler Beginning Semester Beginning Semesler 
Feedhack/Comments Feedback/Comments Feedhack/Comments 
lo> 	 Leadership qualities.Leadership , Demonstrates patience.Skills 

understanding ami hurd·working 

trails.
Possihle Poims , Capacity to lead and ahility to3-2-1 take acl ion 

Self-
 lo> 	 lligher ambitions and greater 

awareness of self-fulfillment.
Knowledge 
}; Sense of spiritual growth. 

}; Recognition of henefits gained
Possihle Poinls from service learning.3·2-1 
}; 	 Connections with other sludents 

who share personal values, sense 

(If satisfaction and 

Empathy 
Possihle Points 
accomplishment.3·2-1 :,.. 	 High level of concern for miters 

and communicates experience in 

clear ideas. 

Stereotype ); 	 Apprecialion and acceptance or 

people from difrerent cultures.
Challenges 

)0- Kindness. trustworthy and 

honesty trailS.
Possible Poinls ). 	 Amore positive view or people.3-2-1 ). 	 Considers own hiases. L- ----
NOll': I) Student uses correct pronunciation. spelling and grammar; 2) assessment option contains rich. vivid and powerful details. 
Overall Comments: __________________________________ © Vaughn 2002 
.. 	 ..
-
..­
1.0 
1.0 
.. 
- - -
Table G6 
Scori/lg Rubric for Sociat Grml'll, ill Service Learnillg 
Sludcnl Namc' 	 Class' AssessmenlOplion'................ DaIC'......Ul"' • 
Elements Criteria for Exceptional Self 
Evaluation 
Peer 
Evaluation 
Instructor 
Evaluation 
Assessment option displays: Beginning Scmester 
Feedback/Commenls 
Beginning Semester 
Feedback/Comments 
Beginning Semester 
Feedback/Comments 
Cultural };> Encouragcment of equalily and respecl 
Challenges for diversc populalions. 
).> Underslalllling and promoles 
Possible Poinls sociocconomic groups. 
3-2-1 
Change Agent " Communication of ahernalives forI'" 
issucs of discriminalion. equily, 
prejudicc. harassmcnl. and violence. 
Possiblc Points 
)-2-1 
).- Promolion of educalioll and 
empowerment to di\'crsily groups. 
Social ).­ Elements of character such liS lrusl-
Transformation worthiness, respect. responsibility. 
fairness. caring and good citizenship. 
Possible PoinlS 
)·2-1 
Self-Education 
).- Consideralion of personal issues. biases 
and social injustices. 
).> Acceptance of principles for social 
justice. 
~ Effcctiveness in global workplace. 
~ Social change literature 
)- Willingncss to sclf·educale about 
Possible Poinls differcnI authors. 
3-2-1 
Nore: I) Siudent uscs correct pronunciation. spelling Ilnd grammar; 2) assessment oplion contains rich. vivid and powerful delails. 
Overall Comments: __________________________________ (!) Vaughn 2002 
~ 
o 
APPENDIXH 

SERVICE-LEARNING PERSONAL IMPROVEMENT PLAN 

.. 
- -
-
-
Service Learning Personal 
Class: Improvement Plan 
Semester: For 
My StrengthslEvidence My WeaknesseslEvidence 
Targets for Improvement 
N 
o 
N 
Action Steps Timeline MonitoringlEvaluating 
Reflection-Insights Gained from the Process 
tv 
o 
I.;J 
-
... ... ... 

APPENDIX I 

TYPES OF SERVICE-LEARNING ASSESSMENT OPTIONS 

- -
Types of Service-Learning Assessment Options 
There arc many sources of inf\umation ahout service-learning slIccess. No one source or measurement is necessarily hetter than another. Each measurement cnn provide 
useful and different information ahout service-learning success. Interpretation of the findings is valid only when linked to the circumstances under which service­
learning perfonnance arc assessed. TIle most accurate profile of siudent achievement is hased on Ihe findings gathered from assessing service-learning performances in n 
variety of contellts. 
Category 
l. Renective Log 
2. Observations 
3. Performance TClsks 
4. Projects 
5. Written Language 
Strategy 
Renective jourmll 
Dialogue journal 
Feedback journal 
Interviews 
Conferences 
Checklists 
Pre/Post Video Productions 
Presentations 
Oral, Dance. Song 
Demonstrations 
Computer software designs 
Lessons plans 
Models 
Experiments/Lah reports 
Portfolios 
Scrapbooks 
PrelPost Ess"ys 
Email Responses 
Journals 
Research Papers 
Stories 
Proposals 
Information it Provides 
deeper-understanding, wriuen ahility, pre/post comparisons. fi!edback, 
personal connections, social skills. personal experience, goal settings, 
hackground knowledge. resolving, reasoning, visualizing, goal selling 
immediate evaluation and feedback of learning, focuses on specific 
expectations, social skills and behaviors, teamwork, interactions, 
collaboration, networking, knowledge of context,levels of understanding, 
altitudes, ornllanguage skills. listening skills, leadership skills, tolerance. 
respecting, counseling 
creativity, understanding. end product, public speaking and performing 
group or team-building skills, application of new skills. complex­
reasoning skills. critical anulysis, real-life application, processing of 
information, cooperation, conferencing, sharing 
knowledge of content arclis and beyond class material, application. 
planning (formulating and testing) research skills, demonstration of 
evidence, organization, time-management, process analysis, cumulative 
information, investigation, comprehension, Illanning activities 
systematic organizalion, comprehension, following directions, writing 
skills, complex reasoning. research skills, listening, computer word Portfolios 
processing, vocabulary, expression, evaluating 
tv 
o 
VI 
.. .. 
Calegory Strategy 
Ii Oral Language Oral Presentations 
Debates 
Story telling 
Retelling 
SongslDance 
Dialogue Lng 
Audio Tapes 
7. Visual Communication Video Tapes 
Photographs 
JIIuslnllions 
Story Boards 
Develop Criteria for Performance 

What should each strategy 

Give studcllI evidence of what an excellent/exceptional strategy. 

Usc exceptional models or give models fm each level of quality. 

Who Does the Assessment? 
SlUcients 
Peers 
Instructors 
COllllllunity Panners 
Information it Provides 
synthesizing. speaking and listening skills, debating, complex reasoning, 
decision-making skills, appraising, interpretation. articulation and 
pronunciation skills, acquiring of new languages and mannerisms 
experiential knowledge, comprehension. systematic organization, 
creativity, designing, application of knowledge and skills. hllnds-on 
experience. real-world knowledge, reorganizing. questioning. perceiving 
Collecting and Analyzing Data or Evidence 
There should be collection of work samples over a period 
(If time. This evidence will show a progression of learning. 
The cullection of work samples may he nnalY7.ed by justlhe 
instructor, group of peer students, or the community panner. 
Communicate the Learning 
Feedback is very important. Students will have II beller 
understanding of the learning if they receive communication in 
the learning process. There are a variety or types: cnnrerencing. 
cmailing. progress reports and group sessions. ©Vaughn 2002 
N 
o 
0'\ 
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Instructor Verballnstructional Sheet 
For Service-Learning Toolkit 
Step-by-Step Process Approximate training time: 2 hours. 
Assessment 

-Primary emphasis in assessment is twofold: on learning about learning, and using that learning 

for short-term as well as long-term curriculum development 

-meaningfulleaming is reflective., constructive., and self-regulated 

Service-Leaming Assessment 

-Traditional assessments does not work with service-learning. 

·Service-learning is a perfonnance. 

·Experiment with real-world applications ofclassroom learning 

·Provides valuable feedback to the instructor 

·"Without assessment, service-learning is just service" 

Service-Learning Performance-Based Assessment 

·Value beyond the assessment itself-the assessment task should be meaningful in and of itself 

and not derive value just from being a "test". 

-Student-created response - having a record ofan actual student behavior observed and evaluated 

or an evaluated product brings criterion and assessment closer together. 

-Realistic focus - this characteristic relates to the contemporary need to show students that they 

are involved in "meaningful" (real-world) learning that will have an ultimate tangible payoff. 

-Application of knowledge- the need to measure problem-solving and critical thinking skills. 

-MUltiple data sources - a variety ofapproaches will enhance validity and reliability and allow 

greater adaptability to individual student differences. 

-Objective-based and criterion-references - having objectives to guide development and 

interpretation contributes to the relevance of the assessment and its validity. 

Service-Leaming Assessment 
-Develop Criteria for Perfonnance 
What should each strategy include? 
Give student evidence of what an excellent/exceptional strategy. 
Use exceptional models or give models for each level ofquality 
-Collecting and Analyzing Data or Evidence 
There should be collection ofwork samples over a period of time. 
This evidence will show a progression of learning. 
The collection of work samples may be analyzed by just the instructor 
Group ofpeer students or the community partner or Stakeholder 
-Who Does the Assessment? 
Students, Peers, Instructors, Community Partners, Stakeholders 
-Communicate the Learning 
Feedback is very important. Students will have a better understanding of the learning if 
they receive communication in the learning process. There are a variety of types: 
conferencing, emailing, progress reports and group sessions. 
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Another reason there is a need for performance-based assessment in service-learning. Use 
McSHes (1998) Characteristics ofPerfonnance-Sased Education 
1. 	 Promotes high expectations for student learning. 
2. 	 Is designed to produce students who can demonstrate their knowledge and skills in 
multiple ways. 
3. 	 Is focused on creating connections within the learner's world. 
4. 	 Requires strategic planning with the desired end in mind - specific expectations for 
student learning. 
S. 	 Utilizes assessment opportunities that apply content area concepts and higher-order 
thinking skills and real-life situations. 
6. 	 Provides mUltiple opportunities for learners to reflect and receive guidance and feedback 
about their learning. 
Show each evaluation tooL 
1. 	 Instructor Rubrics - Six Educational Development Areas 
2. 	 Student-Friendly Rubric - corresponding six areas 
3. 	 Scoring Rubric - corresponding six areas 
4. 	 Service-Learning Personal Improvement Plan - Front and Back sides. 
S. 	 Service-Learning Skills Check-List 
6. 	 Abilities Enhanced by Service-Learning Sheet 
Descn'be each rubric, overall goal or objective for each, the criteria and elements, levels 
ofquality. Then descnbe assessment options, how they get a choice between ~ 
written and oral. Need to pick two rubrics out ofsix. Student has to pick one. "ownership 
ofassessment or evaluation tooL" May not meet course curriculum requirements, but use 
as a tempJate. Integrate rubrics into curriculum standards and expectations. 
Discuss the need for student-friendly rubrics. Students felt easier to understand. Again, 
may not complete resemble needs ofcourse curriculum. 
Discuss feedback mechanism-Scoring Rubric. Need for Pre-Mid-End of semester 
evaluation. Student Self, Peer and Instructor evaluations. Will make sure student has 
started component, is reflecting, and working at end project. 
At the same time, fill out Service-Leaming Improvement P1an. Will give student another 
written confirmation ofhow learning is progressing. What are strengths and weaknesses 
encountered at certain points in semester? How can these be improved? What kind of 
evidence needs to be produced to show student-learning growth? 
Lastly, explain Service-Learning Skills Check-list and Abilities Enhanced by Service­
Learning Sheet. 
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Please answer these experience questions. 
Why did you become involved in Service Learning? 
What did you expect to accomplish? 
What did you hope to learn or achieve through your participation? 
Did you accomplish any goals? 
What did you learn. about yourself from participating? 
What did you learn about your students? 
What benefits did you derive from the service-learning experience? 
Have you changed your teaching methods as a result ofyour service-learning experience? 
Ifyes, in what way? 
Has service learning changed your life? How? 
What were the negatives, ifany, ofyour service-learning experience? 
Any other comments: 
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Table L1 
Overview of Instruments & Analysis Techniques 
DATA FROM STUDENTS 
INSTRUMENT DESCRIPTION PURPOSE ANALYSIS 
TECHNIQUE 
Student Performance-based assessment To help students Qualitative review of 
Friendly-Rubric tool that describes skills understand the student interview from 
needed to be completed. It concepts behind the using rubrics. Elements 
n=6 also has a check-list for instructor rubrics. and criteria from each 
students to use as guiding tool More user friendly to rubric were used primarily 
student. In "own" as descriptive data. 
words. 
Student Journals Students responded to eight Provided an Qualitative review of 
(8 questions) uniform questions that focused opportunity for journal entries. Entries 
on students experiences in the students to describe were coded based on 
(Designed by program. The questions are their experiences in references made to each 
instructor -from chronological in that they detail. By having element and criteria from 
the Civic attempted to track students' students respond to the six educational targets. 
Participation progress throughout the term. the same questions, Themes and patterns 
Rubric) comparisons from emerged were noted, coded 
responses could be and labeled. 
n=5 made. 
Content Analysis As part of the course, students Allowed for a broad General descriptions about 
of Samples were asked to share their work analysis of students' the level of quality and 
(portfolios, etc.) at various times throughout depth of thinking in complexity of students' 
the semester. This sharing regard to the criteria work was noted. Any 
came in the form of oral at hand. Analyses of information that revealed 
n=8 presentations. portfolios, student work helped student impacts related to 
pre/post videos, etc. The address questions like the six educational targets 
researcher visited classrooms "are students getting were noted. Data was 
on several occasions to the most out of their compared with instructors 
observe students' reflection service experiences. to expectations. Themes and 
sessions. patterns that emerged were 
I noted, coded, and labeled. 
Student focus Students addressed a series of Provided the I Interviews were recorded 
group interviews questions related to their researcher an and transcribed. (All names 
(semi-structured) experiences in the program. opportunity to gather were removed). Transcripts 
8 questions the impact of their experience more in-depth data were coded based on 
on their development and from students. It also references t.o rubrics and to 
reflections on the service provided researcher each of the six educational 
1l=8 process. to investigate targets. Themes and 
pertinent issues not patterns that emerged were 
addressed in journals noted, coded, and labeled. 
or other assessment 
option. 
(table continues) 
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DATA FROM COMMUNITY PARTNERS 
INSTRUMENT DESCRIPTION PURPOSE ANALYSIS 
TECHNIQUE 
Informal A short in-person meeting was To assess the Questions were designed 
meetings with conducted at each students' partners' perspecti ve and asked during infonnal 
community site community site. Informal on how service- meeting. Researcher let site 
administrators. questions were designed to learning impacts partners talk freel y about 
assess the community students and how their experiences. Data was 
(in-person partner's perspective on they are helped. used for descriptive 
meetings) students' effectiveness at their Personal meetings purposes. 
site. Also questioned motives with each students' 
11=5 for service-learning. supervisor was 
conducted and noted. 
DATA FROM INSTRUCTORS 

INSTRUMENT DESCRIPTION PURPOSE ANALYSIS 
TECHNIQUE 
Service-Learning 
Rubrics (Instructor) 
n=6 
Perfonnance-based 
assessment tool that 
explains the level of 
quality for each of the 
six educational targets. 
Each rubric describes 
criteria needed to be 
completed. It also lists 
assessment options for 
each area. 
To help instructors 
explain service-
learning educational 
outcomes in each area. 
Help each student 
understand the 
concepts behind the 
rubrics. Provides use 
as instructional tooL 
Qualitative review of 
student interviews from 
using rubrics. Elements 
and criteria from each 
rubric were used primarily 
as descriptive data. 
Scoring Rubric 
n=6 
Pcrfonnance-based 
assessment tool. that has 
areas for the student to 
do a self-evaluation, get 
a peer or community 
partner evaluation and 
ultimately. an area where 
the instructor does an 
evaluation 
To help instructors are 
providing Pre-Mid-
End of semester 
evaluations. Provide 
continuous feedback 
between instructor and 
student. 
Qualitative review of 
student interviews from 
using rubrics. Elements 
and criteria from each 
rubric were used primarily 
as descriptive data. 
Service-Learning 
Personal 
Improvement Plan 
Perfonnance-based 
assessment tool. which 
contains several areas for 
the student to express 
their strengths and 
weaknesses of their 
experience. Also has 
areas for evidence they 
can use to support these 
Areas 
Another tool to help 
instructors collect 
evidence of their 
students' learning 
growth. This tool 
could also potentially 
provide valuable 
reciprocal feedback 
about the actual 
service partners and 
sites. 
Qualitative review of 
student interviews from 
using improvement plan. 
Data provided infonnation 
about student development 
from six target areas. 
Themes and patterns were 
noted. coded and labeled. 
(table continues) 
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DATA FROM INSTRUCTORS 
INSTRUMENT DESCRIPTION PURPOSE ANALYSIS 
TECHNIQUE 
Service-Learning List of skills for Explanation tool for Qualitative review of 
Skills Check-List instructors which the instructor to use student interviews from 
students obtained or for expressing check-list. Data provided 
achieved while doing anticipated learning information about student 
their service-learning growths. development from six 
experience. target areas. Themes and 
patterns were noted, coded 
and labeled. 
Instructor focus Instructors were asked a Provided an Data that provided 
groups interviews series of questions about opponunity for the infonnation about students' 
( semi-structured) service-learning, researcher to capture development was noted. 
assessment and additional data on Themes and patterns were 
n=4 evaluation of student student development noted, coded. and labeled. 
performance. in the six targets. Also Other data were used for 
Incorporation of service- gave instructor descriptive purposes and 
learning into course oppommity to ask for funher 
I..umculum. the effects of researcher about SLTs. research. 
service on students. 
Classroom visits and Researcher visited the Provided first-hand Infonnal notes were taken 
observations classroom to document look into instructor from students or instructor 
any evidence related to supported service- that revealed information 
n=5 student development in learning. Data from about any of the six 
the six targets. reflection sessions. educational targets. 
Themes noted. 
DATA FROM ADMINISTRATORS 

INSTRUMENT DESCRIPTION PURPOSE ANALYSIS 
TECHNIQUE 
Informal meetings Administrators (program To gain under- Most data were used for 
with site and school directors and deans) standing of college's descriptive purposes. Data 
administrators were asked a series of SL objectives and provided rich information 
informal questions. administrator's level on how school's reflected 
of suppon. Informal on service-learning. Also 
meetings provided any infonnation provided 
researcher with that would influence 
administrator's beliefs student development from 
of student benefits in the six targets was coded. 
service-learning and Themes and patterns were 
I on student noted and labeled. 
development. 
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Table Ml 
Matrix Layout for Qualitative Data 
StudentTools 
Student Student- Student Focus Observations Samples Student 
Journals Friendly Group Informal or Work Post 
Rubrics Interviews Interviews Interview 
Questions 
Instructor 
Rubric 
1 5 9 13 17 21 
Scoring 
Rubric 
2 6 10 14 18 22 
Improvement 
Plan 
3 7 I I 15 19 23 
Skills 
Check-List 
4 8 l2 16 20 24 
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1. 	 Why did you participate in this Service Learning study? 
2. 	 What did you expect to accomplish? 
3. 	 What did you hope to learn or achieve through your participation? 
4. 	 Did you accomplish any goals? 
5. 	 What did you learn about yourself from participating?(Probe: assessment, tools) 
6. 	 What did you learn about your students? (Probe: establishing sl outcomes) 
7. 	 How did you facilitate the usage of the SLT? 
8. 	 Did you feel comfortable when a participate asked questions about the SLT? 
(Probe: how did you ex.plain them?) 
9. 	 Have you changed your teaching methods as a result of your service-learning 
experience? If yes, in what way? 
10. 	 What did you learn from this ex.perience? 
11. 	 In this experience, did you learn from anyone other than your students? (Probe 
for: community partner, peers, others) 
12. 	 Did you feel the students were prepared for this experience? If not, what would 
have made them more prepared? 
13. 	 How did you feel about performance-based rubrics? (Probe: Instructor, student­
friendl y, scoring, improvement plan) 
14. Have you ever used rubrics before? 

IS. Did you explain how your service-learning component was going to be evaluated? 

16. 	 Did you give any goals or outcomes for the service-learning component? 
17. 	 Did you feel that the students who participated in the study had to do more than 
the rest of the class in terms of assessment? Why? (Probe: fair, more challenging, 
wanted to get something out of it, other) 
18. 	 Did you like the choices in choosing an assessment option? Why? 
19. 	 What were the negatives, if any, of this service-learning experience? 
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1. 	 What did you hope to learn or gain from participating in service-learning? 
2. 	 Descn"'be the work you did in the community? 
3. 	 What did you learn about the community through this experience? What did you 
learn in the community that connected to the content ofthis course? How was the 
connection made? 
4. 	 What skills did you learn from this experience? 
5. 	 In this experience, did you learn from anyone other than your instructor? (Probe 
for: community partner, peers, others) 
6. 	 Did you feel the class prepared you for this experience? Ifnot, what would have 
made you feel more prepared? 
7. 	 How did you feel about performance-based rubrics? (probe: Instructor, student­
friendly, scoring, improvement plan) 
8. 	 Have you ever used rubrics before? 
9. 	 Did your instructor explain how your service-learning component was going to be 
evaluated? 
10. 	 Did they give you any goals or outcomes for the service-learning component? 
11. 	 Did you feel you had to do more than the rest ofthe class in tenns ofassessment? 
Why? (Probe: fair, more challenging, wanted to get something out of it, other) 
12. 	 Did you like the choices you had in choosing an assessment option? Why? 
